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First Part

Consultative Assembly .

In the framework of the Consultative Assembly’s annual debate devoted to culture and
education Mr. G. Kahn-Ackermann, the Chairman of the Committee on Culture and
Education of the Consultative Assembly, presented on 28th September 1973 a report on
the situation of European co-operation in this field (Document 3340).

Extracis from his report as well as from the Resolution which was unanimously adopted
in the ensuing debate are given below.

The situation of European co-operation in the fields of culture and education

After having siressed that the educational Europe has fallem»behind the economic Europe,
Mr. Kahn-Ackermann made a stock-taking report of the four years of effort during which
the Assembly, “wishing to avoid a further division in Europe — this time in the cultural
field — and convinced that it is perfectly possible to devise a coherent and dynamic system
of co-operaticn within the wider framework of the States Parties to the European Cul-
tural Convention”, attempted to find solutions to existing problems.

In this context, he reviewed the various operational phases of activities undertaken since
in this field, as ouilined below.

The present situation of the Council for Cultural Co-operation

“The CCC and its permanent committees constitute a system of co-operation in the form
of a truncated pyramid. But let us not despair of convincing the Committee of Ministers
and the CCC itself that this truncated pyramid needs a spearhead which might be found,
subject to certain adjustments which would neither affect the statutory provisions of the
Council of Europe nor impair the independence (of the Conference), in the Standing Confe-
rence of European Ministers for Education. The Conference would then take its rightful
place as the ‘political head’ of a coherent co-operation system. It would be able, in parti-
cular, to issue instructions which would be binding on bodies whose function is more to
draw up, within the financial limits laid down by the Commiltee of Ministers, European
co-operation programmes based on priorities established by the specialised Ministers who
alone are competent and have the authority to do so.

However, even though they are at the heart of the problem and must not be lost sight of,
it is not on the essentially political aspects affecting the structure of European educational
and cultural co-operation that we should focus our attention in the present circumstances.

Our immediate preoccupations are more down-to-earth. Our Committee is gravely disturbed
to find that, at a time when the need for intensification of European educational and cul-
tural co-operation is proclaimed for all to hear, the CCC finds itself in a precarious
budgetary situation. We were told that the CCC, not knowing at the present time the
amount of the financial guarantee to be granted to the Cultural Fund by the Committee
of Ministers for 1974, has had to postpone from September until December its autumn
session, when it normally finally at'opts its programme-budget. This places the CCC in a
situation without precedent since ifs creation, which prompts the following comments.




— Opinion No. 10, adopted by the CCC at its 22nd session (22-28 September 1972). repre-
sents the final outcome of the examination of Assembly Recommandation 567 (1969}
and 649 (1971). It contains a number of concrete proposals designed to enable the CCC
to perform the function, albeit in a modest fashion, of a European Office of Education
in embryo. They represent the translation of the Assembly proposals into terms of an
intensified co-operation programme.

— However, modest as they are, the CCC'’s proposals are blocked by a series of obstacles
such as to frustrate any attempt to intensify cultural co-operation in the Council of
Europe and hence to set at nought the Assembly's tireless efforts of the last four years;
no serious attempt at intensification can be made without a corresponding increase in
resources. It is no use expecting miracles. '

~— The CCC itself regards the estimated additional financial resources required for imple-
menting Opinion No. 10 (41 °/» for staff and 23 %o for programme expenditure) as reason-
able. In terms of the general budget of the Council of Europe, the increase in resources
for the CCC represents about 1.5%, but it must be stressed that this increase is a
minimum below which intensified co-operation would not be an economic proposition.

— We have repeatedly drawn the Committee of Ministers' attention in the past to the
meagre resources of the Cultural Fund, which barely exceed 3 million French francs,
the equivalent — to use a familiar comparison — of the cultural expenditure of a
medium-sized European town.

— It is outrageous that politicians, eminent experts and senior national civil servants
should be called upon in the CCC to discuss matters whose financial implications are
so small as to fall within the responsibility in our own countries, of junior officials.

— Where the Assembly is concerned, we wish to impress upon the Committee of Ministers
that, failing sufficiently concrete results along the lines of our recommendations, we
shall havé.to reconsider our political and moral endorsement of intergovernmental
activities in the educational and cultural field, for which, in the last resort the Com-
mittee of Ministers bears the responsibility.”

The Chairman of the Committee on Culture and Education placed the Conference of
European Ministers for Education in its European context and explained the part it should
play in European co-operation. Here ave some extracts.

The role of the Standing Conference of European Ministers for Education

“This Conference has so far been one of the main instruments for the co-ordination of
national education policies and for the further development of a common European policy
in education. The Conference has now existed for a dozen years. It first met in 1959 as a
conference of seven — the Education Ministers of the then six countries of the European
Communities and the United Kingdom. At the second conference, in 1961, its membership
was extended to cover the Education Ministers of all countries being Parties to the Euro-
pean Cultural Convention and working together within the framework of the Council for
" Cultural Co-operation, Thus it has become known as the Conference of the Twenty-one.

The Conference has held nine sessions and adopted to dateforiy-three resolutions. For
each conference a number of excellent reports and detailed studies have been prepared
which have been published and widely circulated. It is impressive and at the same time
frustrating to look at this pile of literature which has obviously had so little influence on
the reality of education in Europe. Let me quote a few examples. Already in 1959 the
Conference demanded that guidance of pupils should become one of the main components
of all education systems — however, we still live ir. the era of selection, aggravated by the
numerus clausus which has become a depressing reality in most of our countries. In 1961
the Conference resolved to ensure a more active promotion of equivalence of university
degrees among member countries and advocated a new approach to the solution of this
problem — however, no real progress as we all know, has been achieved in this respect,



At the same session the conference adopted a lengthy resolution on the expansion and
improvement of modern language teaching — however, although undeniable progress has
been made in this field we are still at a stage where almost half of even the young
generation in Europe does not master a foreign language. Already in 1965 the Conference
stressed the importance of lifelong education — however, eight years later we are still
paying lip-service to this principle, the implementation of which has not reached out
beyond a few experiments. In 1969 the conference stated its adherence to the principle of
educational opportunity for all and to a system of non-selective comprehensive education
at the secondary level — however, we all know that the social inequalities 'in upper
secondary and higher education have not diminished, despite all efforts at reform and
expansion. These are only a few examples of the contrast between the pious wishes and
the reality which seems to have got out of the control of our political establlshmpnt — a
matter on which I cannot elaborate here.

On the other hand, it cannot be denied that the Conference in its resolutions has put on
record the minimum agreement which at each period and in each field could be reached
between the twenty-one ministers, with the result that no country could fall back behind
this limit. Furthermore, the conference has from the very beginning played an important
role as the guiding body for international co-operation in education within its geographical
region. The Conference has played a major part in setting up the Council of Europe's Com-
mitiees for General and Technical Education and for Higher Education and Research in
1959 and 1961, and it launched the Council of Europe’s activities in educational documen-
tation and research in 1962 and 1964 respectively. It has encouraged OECD in 1962 and
1964 to intensify its activities in the fields of educational planning and investment. In
1964, in its resolution on school building it invited UNESCO, OECD and the Council of
Europe to co-operate in this field, and in 1971 it entrusted specific tasks to OECD and
the Council of Europe for the further development of post-secondary education.

Thus the Conference has assisted the international organisations concerned by drawing
attention to priority areas and by providing guidance in the co-ordination of their
educational activities. This applies in particular to UNESCO, OECD and the Council of
Europe. As for the European Communities, we are still at the stage which the conference,
already in 1969, defined as follows: ‘Without wishing to intervene in the objectives which
the European Communities are seeking to pursue in the field of universities and of science,
the Conference wishes to express the hope that forms of collaboration in this field may be
established between the Communities and other European organisations. The conference
would like to underline that this field seems eminently suited for European coverage and
collaboration on the largest scale’. This is still to the point.

The intensification of European cu-operation in education has become a main theme of the
Conference since 1971. In 1973, during the last conference in Berne, it was stated : ‘In
certain fields the exchange of information and experience remains, at least for the present,
the most effective form of co-operation. Other fields, however, are suited for intensified
co-operation which represents a new phase in international activity. Such co-operation
will often be based on voluntarv participation by member governments, national agencies,
research centres and the like, and can be organised in a highly flexible way. It can take
the form, for example, of collaboration on a European scale between national committees or
councils, of co-operative projects of research and development, of participation in national
rilot projects, of exchange schemes or of common training of key personnel. The Conference
welcomes these new activities and invites member governments to consider how such
activities might be further developed’.”

In this context, Mr. Kahn-Ackermann said the following : “I think that I can speak in the
name of you all in stating that this Assembly is convinced that these new forms of inten-
sified educational co-operation based on priority decisions are the way of the future and
should be fully supported in member countries by parliaments, governments and public
opinion at large. Europe must hecome the cenire of a network of intensified co-operation



in education, and within this network there will be room for co-operative projects in the
framework of the Nine, of the Twenty-one and even beyond.”

Mr. Kahn-Ackermann concluded with the following remarks : “The conference on which I
have reported is only one amongst others. UNESCO regularly organises, at a pan-European
scale, conferences of education ministers. OECD holds conferences at ministerial level on
specific themes, apart from its conferences of ministers responsible for science policy. The
education ministers of the European Communities have already met once as its council
and will continue to do so. This development, although it seems to lead to duplication, may
prove beneficial, provided that it is controlled and chanelled in the right direction. Of
course, education is not a mononoly of any one international organisation; it is a necessary
component of all international activities and must therefore find its place at the various
international levels — the pan-European level of UNESCO, the Atlantic level of QECD
- and the two convergent European levels of the Nine and the Twenty-one. However, the
Twenty-one should retain their leading role and their guiding function for the develop-
ment of intensified co-operation in education.”

The CCC : Successes, failures and needs

“When attempting to assess the merits and shortcomings of the CCC’s work it is necessary
to repeat that during the first 5 or 8 vears of its existence the CCC was building up a
system of educational co-operation in the Europe of the 21 on the basis of very fragment-
ary initiatives previously taken by the Council of Europe and WEU.

This process was slow and many of us became impatient. We must nevertheless acknow-
ledge that this preparatory period resulted in a major achievement : it created a flexible
and decentralised system of co-operation on which governments have come to rely for
guidance and in which they are prepared to invest money directly, for instance by
organising symposia at their own expense. This was also the period in which, with the
help of the Assembly, the ground was laid for the European Youth Centre and the
European Youth Foundation, both of which were delayed not by lack of determination at
CCC level but rather by budgetary and procedural questions within the competence of the
Committee of Ministers.

Nor should it be forgotten that this period saw the creation of the Educational Documen-
tation Centre of the Council of Europe, which, although it has remained very small owing
to lack of resources, nevertheless triggered off one of the most striking educational achie-
vements of the CCC : the EUDISED project, which is designed to solve, by a chain of
computers, the problems of rendering educational documentation and information com-
patible, and thus freely accessible to those responsible for the widely differing educational
systems of Europe. A less radical approach bazed on existing exchanges of information
would have been both amateurish and highly wasteful of manpower.

There was enihusiasm in those days but was there any true political will ? One example
has frequently been cited as evidence that the CCC failed from the outset, through lack of
political will, to take action for the benefit of Europe : the relatcd questions of the equi-
valence of diplomas and the mobility of post-graduate staff and students.

It should be said in this connection that the CCC — and this is one of its characteristic
features — is served by a committee on which the universities are largely represented, so
that it can take full account of the views of these influential bodies. This committee soon
became convinced that the Equivalence Conventions adopted by the Council of Europe in
the 1950s did not go to the root of the problem of equivalences, in that they assumed too
readily that transferability between countries could be granted purely on the bLasis of a
list of assimilable certificates or periods of study, regardless of the contents of each study
course followed by the individual. The CCC was therefore persuaded to immerse itself in
a series of technical studies on the content of curricula, in particular disciplines, which
led nowhere. Thereafter the rapid movement towards the autonomy of universities and



the radical questioning — at ministerial level — of the existing examination systems,
placed a completely new complexion on the problem and made it necessary to try out
new approaches, of which the students’ record book is an interesting example.

It is arguable, therefore, that these fluctuations and delays were due less to a lack of
political will than to insufficient appreciation of the obstacles to be surmounted. 1t is
difficult to avoid the conclusion, however, that matters were allowed to drag on far too
long. The CCC'’s purpose of launching- an intensified project on equivalence and a related
special project on mobility in 1974 is to bring these problems to a head (i.e. the point at
which action can be tgken by the twenty-one or — failing that — at least by the nine} in
the shortest possible time. It is nnt too soon.

Since 1968, following the report of the Group of Three, the CCC has been struggling to
convert its programme into something much more action-oriented. It has laid down guide-
lines for the development of the educational systems of Europe {through the well-known
red book on permanent education and the impressive document entitled Fundamentals for
an integrated educational policy). At the same time it has embarked upon an entirely
distinetive method of work by which pilot projects in member states are examined and
assessed by visiting teams of high-level experts against agreed criteria, with a view to

helping governments to reconcile theory with practice and adjust practice to overall
collective aims.

The permanent education exercise is a model which the CCC wishes to follow in various
other selected fields (e.g. technical and vocational education, educational technology) and
one must welcome this as a realistic way of influencing future developments. But such
intensified operations need staff resources and funds of a different order from the former
ad hoc meetings which predominzted in the programme. Indeed, the CCC has obviously
been inhibited in the past from launching such projects in depth because they would have
absorbed too great a proportion of the Cultural Fund’s resources.

Some have asked why the CCC should not jettison even more of its smaller activities and
put most of its resources into a few major projects. The concentration on major problems
which this implies is highly desirable and it is to be hoped that the present trend will be
accentuated. This said, however, 1 think we must bear in mind two important considera-
tions. What the Assembly was asking for in its Recommendations 567 and 649 was a Euro-
pean Office of Education, and. however 1ostrictively one may interpret this term, it
certainly does not mean a body which merely carries out a few major projects. There must
be good documentation and publication services ; there must be close relations with pro-
fessionnal bodies and experts; there must be constant consultations between responsible
officials and decision-makers.

The CCC, though substituting the term ‘focus for educational co-operation in Europe', has
seen this point and has insisted that, in a complex sphere:such as education and culture,
it must maintain a considerable range of less spectacular activities which serve as a
‘breeding-ground’ for intensified co-operation. This term ‘breeding-ground’' seems to me
both striking and apposite and it is to be hoped that the Committee of Ministers will attach
proper importance to it when engaged in their traditional search for economies. The CCC
has been very modest, perhaps too modest, in its claims. They should be regarded as a
minimum.

Certain more recent actions, other than the EUDISED and the permanent education exer-
cise, can already be marked up to the credit of the CCC, despite the problems to which
we have referred :

— Its basic studies on the problem of cultural development (as distinguished from the
maintenance of an elitist culture) in a world of mass media, were an essential contri-
bution to the Helsinki Conference of UNESCO on Culiural Policies (June 1972) and will
lead in the near future to pilot studies similar to those on permanent education
(I'aprés-félévision, for instance);



— the pilot project on units/credits systems for modern languages as a means of develop-
ing an up-to-date learner-centred education valid throughout Western Europe promises,
if successful, to make a fundamental contribution to the future harmonisation of our
educational systems ;

— the implementation of two exchange systems: one by which member governments
offer free places to foreign teachers in their in-service training courses for school
teachers and the other by which post-graduate fellowships will be awarded by member
governments to foreign researchers are two practical examples of attempts to break
down national isolation in the educational field without building up a centralised
bureaucratic machine to operate them {the Council of Europe acts solely as co-ordinator) ;

— the development of a system of co-operation between European research institutes,
resulting in the harmonisation and publication of national surveys of educational re-
search according to common criteria and in a standard lay-out is a notable step towards
the co-ordination of educational research without direct interference by a central body;

— the issue to member governments of gu‘delines, largely resulting from symposia, in such
fields as technical and vocational education, modern languages, teacher training, adult
education, etc., though it imposes no binding obligations on member states, is believed
to influence national legislation and practice in a European sense, thus producing a
further convergence of our systems.

Weighing up the pros and cons, it may therefore be said that the CCC is 1 very useful
organ which has many valuable initiatives to its credit and has recently seen the broad
lines of the necessary reforms rather clearly. On the other hand, it is too greatly hand-
icapped by its degree of financial dependence on other bodies {the Committee of Ministers
and certain national ministries which have little or nothing to do with education and cul-
ture) to be bold in its endeavours, and too ready to accept the advice of particular interests,
which may-not see the broader European picture. Whether the work could be done better
in another framework is doubtful. It would still be subject to the policy of the same
governments — or some of them — and, in so far as problems are réally intractable, solu-
tions would not necessarily be reached more rapidly.

Finally, though we may also accept the statement that education and culture are subject
to many ministries and to widely differing degrees of decentralisation, the Assembly still
persists in believing that both at national level and in the CCC, decisions concerning
European co-operation in these fields would carry more weight if they were taken at a
higher level. This, to my mind, accounts for a certain hesitancy. The lack of financial
support, probably due to the same cause, only increases such hesitancy.

We cannot consider the future of the CCC without touching very briefly on the particular
problem which arises from the determination of the Communities to engage in some degree
of educational co-operation : one cannot put it more definitely than that at the moment.

The following points should give rise to reflection :

— Presumably the governments, or at least the ministries most directly concerned, are by
and large satisfied that the CCC should be a focus for educational- co-operation in
Europe. Their accredited representatives have said so in the CCC’s Opinion No. 10 on
Recommendation 649.

— Presumably, since the CCC has set up a system of special projects. designed to enable
a limited number of governments to finance work on problems which do not interest
all the 21, many of the problems of the 9 could be dealt with in this way. Indeed the
choice of ‘Mobility’ as the first special project illustrates this perfectly.

— Since the representatives of governments have stated that they set store by the CCC
as the only European organisation in which education and culture are treated inse-
parably, their controlling authorities should have a preference for work in these fields
being done in the CCC rather than in.an economically centred organisation like the
Community — provided of course that the CCC is adequately equipped for the task.



— Since the ministries concerned seem to preter flexible methods of co-operation in order

to improve their educational systems rather than centrally. directed policies, surely

.. there should be every .reasoy to strengthen the CCC which has such a flexible system,

by allocating additional funds and staff to it rather than to expanding the resources of
the Community.

— Is it really sensible to sepzrate the nine fror1 the twenty-one in the educational and
cultural fields when, as we all know, we have a common cultural heritage and most of
our member countries outside the Communities have the samé educational problems
and interests as those within them ? The alternatlve, namely to run down the CCC
and associate such countries with the work of the Communities would teave Austria,
Norway, Sweden and Switzerland, to mention only four, with the feeling of being
‘second-class citizens'.

~ Admitting that the Treaty of Rome will impel the Communities to deal with certain
educational problems which affect the free movement of persecns and vocational
opportunities — is there any reason to risk duplicating the work of the CCC by going
so far as to transfer the whole concept of an Ofﬁce of Educatxon to the Communities,
under a diffefrent title ?

Thus, without going as far as to say that there should be a systematic apportionment of
tasks by member governments, the Assembly should plead strongly for three measures :

— Strengthening of the CCC and the Cultural Fund so that it can meet all important
demands and not oblige the nine to turn elsewhere through frustration.

— Limitation of the educational work of the Communities to that which is specific to the
nine and directly relevant to the Rome Treaty.

— Fullest possible co-operation between the two bodies, both at committee and at secre-
tariat level, leading in certain cases to joint projects and to specialised work by the
CCC, in the form of special orojects.”

RECOMMENDATION
on the situation of European co-operation in the fields of culture and education

The Assembly,

-~ Recalling its Recommendations 567 (1969) and 649 {1971) on the intensification of Euro-
pean co-operation in the fields of culture and education;

— Whereas the CCC accordingly put forward, in its Opinion No. 10 (see Doc. 3320), a
number of practical measures for translating the Assembly proposals into programme
terms and for enabling the CCC gradually to assume the functions of a European Office
of Education;

— Considering that the really very modest proposals put forward by the CCC in Opinion
No. 10 provide a basis on which it should be possible to give fresh impetus to European
co-operation in the relevant sphere and to raise it by stages to a level commensurate with
the requirements acknowledged by both the organs of the Council of Europe;

— Believing that the CCC’s proposals represent a minimum below which there would be
no point in trying to establish an embryonic "European Office of Education” or “focus”
for intensified co-operation and that below this threshold any action undertaken by the
Council of Europe in the field in question would be uneconomic ;

— Convinced that this issue is first and foremost a political prcolem, the solution of
which is crucial to the future of European co-operation among the 3tates Parties to the
European Cultural Convention ;

-- Reiterating its conviction that the system of European co-operation.established by the
Council of Europe in the cultural and educalional fields is sufficlently.flexible, provided
that the necessary resources are made available, for implementing special or intensified
- co-operation projects involving all or some of the States Parties to the. Euvopean Cultural
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Conventlon and hence for pursuing also certain objectives of the “Nine” in the field of
education, which are not always prompted by strictly economic considerations.

— Considering it most regrettable that, at a time when it {s more urgent than ever to put
into effect the Committee of Ministers’ own declared intention to intensify European co-
operation in culture and education, the absence of a decision concerning the amount of the
1974 financial guarantee to the Cullural Fund places the CCC in an unprecedented situa-
tion whereby it is obliged to postpone from September until December the autumn session
at which it normally adopts its programme-budget. '

— Recommends that the Committee of Ministers: .

¢« draw the attention of governments to the imperative and urgent necessity of provid-
ing the Council of Europe with the resources it needs in order, in accordance with
its statutory obligations, its natural vocation and the repeated assertions of the Com-
mittee of Ministers itself, to pursue its activities in the field of culture and education,
taking the proposals set forth in Opinion No. 10 of the Council for Cultural Co-
operation as a minimum initial basis;

+» accordingly allocate appropriate financial resources to the CCC in the Council of
Europe’s programme-budget for 1974 ; )

+ bear in mind that, failing sufficiently concrete results along the lines of Recommen-
dations 567 (1969) and 649 (1971) and of Opinion No. 10 of the CCC, the Assembly
will no longer be able to give its political and moral backing to intergovernmental
activities in the field of culture and education for which, in the last resort, the Com-
mittee of Ministers bears the responsibility.

Higher Education and Research

Strasbourg

29th-31st October 1973

Twenty-eighth meeting of the Committee

During the autumn meeting of the Committee, chaired by Professor U. Hochstrasser (Swit-
zerland), two subjects were at the core of the discussion: the interpretation of the Euro-
pean Convention on the Equivalence of Diplomas leading to Admission to Universities and
the future role of the Committee. The meeting was attended by delegates from eighteen
member States and by observers from UNESCO, the Commission of the European Com-
munities, the League of Yugoslav Universities, the AEIOU (European Association for Co-
operation between University Bodies) and the European Centre for Higher Education
established by UNESCO in Bucharest.

Interpretation of the European Convention on the Equivalence of Diplomas leading to
Admission to Universities

The introduction of admission restrictions {(numerus clausus) in some conntries has resutted
in the fact that many students are trying to find a place at a university abroad if they
cannot get one at home. The considerable afflux of foreign students (in particular from the
Federal Republic of Germany) has for instance created serious problems in Austria, Bel-
gium, Italy and Switzerland. These countries have been forced to adopt certain restrictive
measures concerning the admission of foreign students. Are such measures in conformity
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with the "Convention ? The discussion reveals that there is considerable disagreement on
the interpretation of the Convention in these cases.

The Committee decided to set up a Working Party in the framework of which the inte-
rested countries could try to reach agreement on the interpretation of the Convention and
certain common principles governing their admission policy. The Working Party will meet
in Vienna early next year at the invitation of the Austrian Government and will report

~back to the Committee on the conclustons reached.

Admission to higher education

The Committee discussed a draft containing a number of proposals concerning admission
tn higher education. It was not yet possible to reach agreement on the text, the adoption
of which was therefore postponed until the next meeting in Ziirich in April 1974. In the
light of the comments made the Secretariat will prepare a revised version for that meeting.

The future vole of the Committee

On the proposal of the Bureau, the Committee discussed its future role. It was agreed that
co-ordination with the work of OECD and the European Communities could still be
improved. The following problem areas were mentioned for future work to be undertaken:
structures, organisation, management and financing of tertiary education; structure and
standards of university staff ; new patterns of courses and new degree structures at under-
graduate level ; post-graduate education; technological education; patterns of student
support in member countries ; structures and influence of international student organisa-
tions ; the role of the universities in lifelong education.

All delegations agreed that the Committee’s role should not be restricted to a mere ex-
change of information but tha! it should do its best to prepare studies on the main issues
and elaborate alternative models for the further development of post-secondary education
in Europe. It was felt that the Committee’s double composition — government officials
and university representatives — gave it a privileged position for discussing national and
academic policy matters in their initial stages.

Furthermore, the Committee took note of the consolidated report on the first evaluation
phase of pilot experiments examined by the CCC Steering Group on Permanent Education.

Document : CCC/ESR (73) 87.

14th-15th June 1973
19th-. oth September 1973

Diversified development of tertiary education
{Working Party)

Two further meetings were held to examine policy and planning of higher education in
general and to evaluate the results of various experiments in tertiary education in Swit-
zerland and the United Kingdom,

A great number of papers dealing with the present situation as well as future organisa-
tion of tertiary education in both of these countries were presented to the meetings of the
Working Party.

SWITZERLAND
The reports‘and lectures at the Bern meeling were grouped around four main topics:

9



higher. education policy and planning : curriculum reform and development ; organisation
and trends of Swiss research policy, and recent reforms at the University of Fribourg.

The Working Party noted with great interest that the present Swiss system of financing

-~ higher -education from cantonal and federal resources makes co-ordinated planning of

future development rather difficult. Like the Federal Republic of Germany, Switzerland
is therefore searching for a new balance between centralised and decentralised planning
and deciston-making.

The Working Party discussed with the Swiss representatives the question of the increasing
number of students which has created in Switzerland too the same problems as in other
countries. The introduction of admission restrictions and selection procedures seems
inevitable. This {s aggravated by the fact that none of the existing systems of student
selection can reliably predict success in higher education and the subsequent professional
career. The introduction of university entrance examinations or of new intermediary

- examinations does not seem to solve the problems. Swiss authorities are of the opinfon

that an improved system of vocational guidance and counselling would be more beneficial
than student selection procedures. ' ot

The problem of curriculum reform and development met with particular interest among
the members of the Working Party. The Swiss Rectors’ Conference and the Swiss Higher
Education Conference (Conférence universitaire suisse, compased of representatives of the
ten Swiss universities and colleges, the Federal Government, the Cantons and the students)

-set up a Curriculum Reform Committee in early 1971. The Committee has undertaken a

great number of activities which may be summarised as follows :

— Elaboratlon, further development and concretisation of the framework of curriculum
reform ; ,

— Developmgnt of ways and means of encouraging or suggesting reform initiatives;
forming and supporting of individual working parties for curriculum reform ;

— Co-ordination of the different local reform initiatives and elaboration of priorities for
immediate action ;

— Financing of experiments at the individual universities, e.g. new courses offered, new
teaching and assessment methods, ete. ;

— Building-up of a detailed documentation as a basis for the continuous supervision of
the various curriculum reform efforts and collection of material on curriculum reform
abroad ;

— Continuous information of the various working parties for curriculum reform, of the
universities and of other interested groups ; promotion of new ideas by way of publica-~
tions intended for a larger public.

UNITED KINGDOM

The papers presented to the meeting in London concerned in particular the following
subjects : the development of the Polytechnics, the provision of post-graduate education,
the development of teacher education, student guidance and counselling, the Council for
National Academic Awards and the Open University.

The development of Polytechnics aroused considerable interest with the members of the
Working Party. Polytechnics are an integral part of the further education system, being
maintained or assisted by lccal education authorities. One of the most distinctive charac-
teristics of the Polytechnics Is their wide range in both the level of the courses offered and
the attendance patterns for which they cater.

The Polytechnics are primarily teaching institutions and are not expected to become major
centres of fundamental research. The need for research is, however, accepted where it is
essential to the proper fulfilment of their teaching functions and the maintenance and
development of close links with industry.-Many of the courses offered at the Polytechnics




Strasbourg

~include a period of .practical training in -industry and are often more vocationally and

practically orfentated thah university courses. Sub-degree courses of lower academic level

are also offered.

The Werking Party discussed in particular the prbblem of co-ordination betvieen the uni-
-versity and the non-university sectors which it held to be essential for the further develop-
ment of. post-secondary education. At present co-ordination takes place in particular at

" regional level, AR W

The mecting discussed the British system of sju ent guidance and counselling with parti-
cular ‘reference to the Apy ointmenis and Counselling Service of the University of Keele.
The Working Party stressed that lnstltutrons of higher education should have services for
educational, vocatiofral, medical, psychological and personal ctounselling. These services
should maintain close contact with the different specialists in:question and ‘with the labour
market, The advice given should cover, in particylar, the following fields :

The type of institution and department to be’chosen,

The type of study course or the field of studies suited to the student,
The optimal combination of subjects within the course, .-

The chronological order for the various subjects 1o be studied,

¢ Career and employment prospects, : *

o Personal »~ blems of the student.

Guidance anc J.msellmg should not only be offered during higher education but already
at upper secondary school, before entering higher education. Yet, it seems to be a general
European experience that career advice given at school has not much impact on the pupil's
later decision regarding a career or a field of studies.- This should, however, not be a
decisive argument against providing guidance and counsellmg at school

All pupils and thelr parents should be offered written information about possibilities of
further education at tertiary level. Universities should be encouraged to participate in this
information for school leavers (eg. by organising information seminars or “open days”).

Students should participate in the organisation and running of guidance and counselling
services and they should be given, as far as possible, the opportunity of passing over from
one type of inslitution to another or from one type or course to another if they discover
that their original choice has been wrong.

Documents: CCC/ESR (73) 59; 68. .

13th-14th September 1973 = = '

Equivalence of diplomas . : f
(Meeting of experts) ‘

Delegates from eleven member States and observers representing UNESCO, AUPELF
(Association des Universités partiellement ou entiérement de langue francaise), AEIOU
(Association européenne pour une interaction entre les organismes universitaires) and the
Scottish Universities discussed problems pertaining to the improvement of the present
system of equivalence information on the basis of the report prepared by Mr. P. Berckx.

The report bears the title “The organisation of a European information system for the
purpose of recognising studies purdued abroad”. It deals with the following questions :
national equivalence information centres; co-ordination of the work of the centres: stan-
dardised presentation of the materlal collected ; improvement of the definition of equiva-
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lences ; promotion of bilateral agreements; improvement of information of the individual
studeat and computerisation of equivalence information.

A summary of the conclusions which were reached by the experts is given below :

— National equivalence information centres should collect documentation also on the
situation outside the CCC area; they should also help each other to do .so and they
should correspond directly (not through diplomatic channels) with each other and with
the Council of Europe.

— Decumentation should be sent in the original language. Wherever possible, translatlons
or summaries in English, French or German should be made available.

— The Council of Europe shnuld assist the Centres by reproducing and translating
interesting material.

— Representatives of the national centres should act as national liaison officers for equi-
valence matters ; they should meet regularly.

— As far as possible the material collected should be presented in a standardised way (the
meeting discussed a number of details).

— All countries should make sure that their legislation does not hinder bilateral equiva-
lence arrangements in any field of study ; in no field should it be legally impossible to
recognise a foreign diploma.

— Students wishing to go abroad should be entitled to ask their university for a file (or
hooklet) on their previous studles containing a certain minimum of information,

—- Texts of certificates, degrees and diplomas should be more explicit and mention for
instance the speciality chosen.

— National equivalence experts should be involved in the future talks about the interpre-
tation of the Convention on the Equivalence of Diplomas leading to Admission to the -
Universitles,

Documents : CCC/ESR (73) 39; 44 ; 45; 70.

4th-5th October 1973

Reform of the study of pharmacy
(Meeting of experts)

The meeting brought together university teachers from seventeen member States to dis-
cuss present reform trends and to recommend principles and guidelines for the future.

The debate was based on a document prepared by Professor K. Steiger-Trippi (Switzerland)
on “Present and future pharmaceutical studies in the member States of the CCC”.

The nieeting has agreed that the profession of pharmacist has undergone a basi¢ change.
While the pharmacist was formerly responsible for preparing and dispensing drugs, today
these activities are separate. This evolution necessitates a highly specialised staff. As a
consequence of the distinct professional requirements it is at present no longer possible to
speak of a smgle type of pharmacist.

The structure and aim of pharmaceutical studies have also changed. The pharmacist
acquires his ramified knowledge and his practical experience from different scientific
field,, such as chemistry, physics, medicine, biology, economics, ete. In various countries
pharmacy has been recognised as representing a separate sclentific field and independent
faculties of pharmacy have been created.



While formerly knowledge of the drug as a substance was sufficient for the pharmacist,
today he {s required to pay more attention to the patient. This means that he has to be
ready to assume a new and individual responsibility, that of providing doctors and their
patients with 1nformation ‘and advice on drugs and their use. The curriculum should take
account of the fact that any pharmacist, whether working in a pharmacy, In industry, in a
hospital or in admiuistration, must be able to cope also with certain administrative tasks
and organisational problems for which he must be properly prepared during his umversity
studies.

¢ The tield of employment policy is another problem area. It is necessary to attempt to
establish a level of pharmaceutical training acceptable in all member States of the CCC,
and this by means of equivalence of requirements for pharmaceuti¢al studies.

In the light of these observations the following recommendations were made :

~ The development of specialised pharmaceutical studies must be encouraged to give
access to the following branches of the profession : retail pharmacy, hospital pharmacy
and industrial pharmacy, clinical and microbjological sector (biclogy), academlc career
and administration.

— It is essential that undergraduate courses in pharmacy should consist of fundamental
subjects for all pharmacy students together with orientation courses leading to. the
different branches of pharmacy.

-—.The role of the pharmacist is to act effectively as a speciadist in the entire field of drugs
and pharmaceutical products. He should also contribute to and promote the health
education of the population and be able to act as consultant to the physician and to the
public.

— There should be only one diploma for pharmacists which in principle should enable
its holder to gain access to all branches of pharmaceutical activities, although in
practice a certain specialisation according to the chosen branch might take place.

— In order to acquire a diploma which can be widely recognised, students in pharmacy
need to complete equivalent, although not identical, studies. The Council of Europe
should promote the creation of an Advisory European Academic Council whose task
would be to advise the national authorities as to whether equivalence conditions are
fulfilled by a particular course of study.

Documents : CCC/ESR (73) 43 ; 69 rev.

General and Technical Education
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Strashourg 22nd-26th October 1973

Twelfth meeting of the Committee

The annual plenary session of the Committee was chaired by Mr. E, Lopez y Lopez (Spain),
and attended by delegates from twenty member States and a representative of the Con-
sultative Assembly, as well as observers from UNESCO, the European Schools Day, and
the European Schools.

Most of the Committee’s discussions centred on its work programme between 1974 and
1976. This will be divided into five chapters : the organisation and structure of fundamen-
tal education’;-the teacher ; curricula; media and methods ; and assessment and guidance,
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-Dublin

In its review of the 1974 programme, the Committee stressed the importance which it
attached to the realisation of its two projects of intensified co-operation on pre-school
education, and technical and vocational education. These projects will begin in 1974 and,
by the end of 1976, will provide member States with information and advice nn educational
priority issues identified by the Committee for General and Technical Education. The
project on technical and vocational education will conecntrate on questions of occupational
mobility, sWwhile that on pre-school education will examine the link between pre-school and
primary ‘education, and the provision of pre-school education for the children of migrant
workers and children living in sparsely populated areas.

In 1974, the Federal Republic of Germany will join in the scheme to open up national in-
service tralning courses to teachers from other member states of the CCC. Austria, the
Netherlands, Switzerland, and the United Kingdom are already participating in the project,
and a total of 285 scholarships will be available in 1974 to allow teachers to attend short
courses in these five countries.

The malin new points of the Committee's programme for 1975 and 1976 will be projects
on : the structure and organisation of education for the 16 to 19 age group; the relationship
of initial training to the continued training of teachers; curricula for the 11 to 16 age
group ; the development of special complementary curricula for children of migrant
workers ;. the promotion of independent work by pupils ; assesément of school results ; and
the role, function and training of guidance staff. In 1975 and 1976, the Committee will also
continue its work on : continued and specialised training for teachers ; the development of
modern language teaching in Turkey; the promotion of interdisciplinary studies; the
introduction of new elements of knowledge into the curriculum; the co-production of teach-
ing materials for teacher training and for the teaching of geography, blology and physics.

During its twelfth session, the Committee examined a report by its Co-ordinator for Tech-
nical and Vocational Education, Mr. P. Schleimer (Luxembourg), on the situation of tech-
nical and vocational education in Malta. Mr. Schleimer had visited Malta earlier this year
on behalf of the Committee which, at its eleventh session, had been urgently requested by
a Maltese member of the Consultative Assembly to assist in improving technical and voca-
tional education in his country. The Committee proposed that the CCC should forward
Mr. Schleimer’s report to member governments with a recommendation that they should
«espond sympathetically to the proposals made and in particular to the specific requests
for assistance by the Government of Malta.

The Committee considered the resolutions which had been adopted at the Eighth Session
of the Standing Conference of Ministers of Education and discussed the present state of
implementation of the CCC’s project on permanent education, in particular the first series
of visits to pilot experiments in member States.

Document : CCC/EGT (43) 25.

17th-21st September 1573

The education of the 16-19 age group

{Symposium)

The problems raised by the education of the 16-19 age group are innumerable in their
diversity and complexity even within the context of a single country. The schools have a
crucial importance in this matter. They must therefore become more responsive to the real
educational requirements of all pupils, not just the academically able few and face the



increasing numbers of young people staying in full time education after the age of com-
pulsory education.

Delegates from twenty member States and observers examined the education of the 16-19
age group with special reference to specific areas. Discussion centred around four lectures
on: “The needs, motivations and aspirations of the young people in the 16-19 age group”
by Mr. E. King, London ; "How to develop the capacity for self-education in the 18-19 age
group” by Mr. V. Marbeau, Paris; “Technical and vocational education in full-time and
part-time schooling both as regards manpower requirements and as contributing. to the
general development of the student” by Mr. T. O'Ceallachain, Dublin, and “The education
of those of the 16-19 age group who left school and who are not participating in a formal
educational process” by Mr. J. P. van Broeckhuijsen, Roermond (The Netherlands).

The conclusions which emerged from the discussions may be broadly summarised as
follows ; ‘

The schools must concern themselves with the motives and aspirations of the majority of
young people who are under-motivated and unsure about their educational goals. Bearing
in mind the realities of the present day, they should discover what produces a feeling of
involvemeni on the part of the student and then guide it along educational lines.

There must also be adequate opportunities for “second chance” education and the school
must train the student to be as adaptable as possible and eoncern itself with promoting
the capacily for self-education in the student as continuous, or at least recurrent, educa-
tion would become the norm in a rapidly changing technical world. In order to develop in
the student the capacity to learn and 1o be sufficiently adaptable, he should have access to
sources of information, be encouraged to develop his creative powers and his critical
faculties.

To achieve this goal, the. teacher-student relationship should be that of leader and peer
group, with the teacher recognised as the leader on the basis of experience and training.
Student self-assessment should form a normal part of every student’s education.

The development of a sense of responsibility could be furthered by the involvement of
students in the administration of their institutions including curriculum planning and by
the students having a say in the relationship of their institutions with society. Conflicts
between individualised learning and the development of the student’s ability to adapt
“socially could be avoided by a proper balance between self-education and other forms of
education such as group work.

Special attention should be paid to training students to cope judiciously with the steadily
increasing mass media messages so that they can achieve an independent and critical atti-
tude towards their use for their personal development.

Multiplicity of choice is an essential requirement for self-education. In this connection, it
is important to widen not only course options but options within courses, The possibilities
of switching in mid-stream from one option to another should be as readily acceptable as
the notion of recurrent education.

A reform of the content of the syllabus, a re-appraisal of the teaching methods and funda-
mental changes in examination systems are essential in promoting real educational options
and self-education, Teachers should come together to devise courses geared specifically to
the needs of their students.

An open-ended type of education avolding narrow specialisation is a necessary prerequi-
site for job mobility. Commerce and industry also have their part to play in helping young
people to develop the skills needed for specific jobs. It was suggested that admission of
trainee technicians to higher education including the universities would necessitate reforms
both in technical and higher education. bringing both sectors into closer harmony of atti-
tudes and aims. .
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Leyden

To facilitate educational planning and policy, participants considered necessary to:

— set up information centres in order to give the school up-to-date information on the
. manpower market ;

— have advance planning and adaptation in order to anticipate the manpower require-
ments and provide for ever-changing needs. Research in the area of manpower fore-
casting should receive more support from the governments. Co-opcration between the
school and the commercial and industrial sectors, on the one hand, and between
interested bodies at national and regional level, on the other hand would improve the
content of courses and training methods.

It was thought likely that individualised teaching would encourage the students’ involve-
ment and participation in the educational process. However, it was stressed that provision
of education outside the context of school is a problem which resists any kind of ready
solution because it has so many facets.

‘Nevertheless, the possibility should be examined of providing state or local authority sub-

sidies for groups which form outside formal education arrangements. A structure should
be devised for the appointment of persons suited to act as intermediaries between society
and fringe groups. There should be active co-operation between cstablished youth services
and education authorities in providing informal learning experiences.

Finally, it should be recognised that many informal groupings are characterised by such
virtues as loyalty, fidelity to group norms, and obedience to group authority. The existence
of these virtues should be exploited in attempting to devise informal education which
might possibly get through to such groupings.

Documents : CCC/EGT (73) 3; 21.
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8th-13th October 1973

The training of teachmg staff engaged in pre-school education
{Symposium)

Delegates from nineteen member States attended the meeting in Leyden and discussed
current problems and trends in the initial and continued training of teaching staff engaged
in pre-school education. The Rappcrteur was Professor G. Mialaret (France), President of
the World Organisation for Early Childhood Education.

It is difficult to discuss teacher training without reference to the objectives, content and
methodology of education, and all of these points were considered in detail by the parti-
cipants at Leyden in plenary sessions and working groups. One plenary session was
devoted to an examination of the extent to which training courses for pre-school teachers
meet the needs of the schools, the needs of the children, and the immediate and future
needs of the teachers.

Several general ideas emerged from the discussions and reports, despite th? variety and
diversity of the points of view expressed during the debate. The recommendations male by
the participants were grouped around six major problem areas: recruitment, initial and
continued training, relations with the primary school, the training of lecturers in the
training colleges, the assessment of training courses as well as problems of equivalence.



The following is a summary of recommendations to highlight some of the basic ideas
adopted at the Symposium.

— The training of pre-school teachers should not begin before the end of secondary
studies. The same possibilities should be offered to men and women to becomc pre-
school teachers.

— The content of training courses should be based at least on a scientific synthesis of the
contributions of the various human sciences. Specialists in all aspects of the life of
young children (teachers, psychologists, soclologists, doctors, social workers, parents)
should be associated with the preparation of teaching courses. As far as pnssible, topics
in these courses should be tackled in an interdisciplinary way.

— Constar.t contacts should be developed and maintained between institutions engaged in
the training of teachers at the pre-school level and research institutes, Important results
of research should be used in the daily work of pre-school teachers.

— Efforts should be made to accustom students to link the various aspects nf their train-
ing : theoretical, technical and practical, In this context, future teachers should have,
as early as possible, a chance to meet and work with childrén. A part of the initial
training_course should be left to the free choice of the students, who should also be
directly associated with the running of the training college.

— While not overlooking the indispensable role of psychology and pedagogics, participants
were unanimous in agreeing and insisting on the necessity of initiating future teachers
in the social aspects of teaching. In this context, the problems of socio-cultural diffe-
rences and the importance of language in all school activities should be given ample
attention, :

- Modern methods of group work (discussion techniques and the leaderstip of a group,
possibly group dynamics) should be systematically used in order to accustom future
pre-school teachers to co-operate with other specialists.

— Initial training should be considered as only t*e first stage of training, and there should
be systematically organised continued traini. g courses.

— For a harmonious development of the child and for the sake of continuity in teaching
methods, there should be effective ties between pre-school and primary education. For
this reason, Jevels of general iraining for pre-school and for primary education should
be similar. A commnn phase allowing a change of orientation during the course of study
should be organised for both levels. Also, future primary school teachers should receive
training in pre-school establishments and future pre-school teachers should receive
part of their training in primary schools. The training programme for pre-school
teachers should deal with the objectives and methods of primary education.

- In view of the movements of families having children of pre-school age and exchanges
of teachers between countries, problems of equivalence are becoming increasingly
important. As a first step, a general list of diplomas and the academic level to which
they correspond should be drawn up to enable the preparation of lists of equivalences.

Document : CCC/EGT (73) 22.




Out -of - School Education and Cultural Development

Strasbourg  5-10 November 1973

Fourth meeting of the Committee

Senior European officials responsible for the sectors falling within the scope of-the Com-
mittee for Out-of-School Education and Cultural Development, namely permanent educa- -
tion, educational technology, adult education, cultural development, sport and youth ques-
tions, met in Strasbourg from 5 to 10 November for the 4th session of this Committee ‘o
submit to the CCC the major gundelmes for its activities during the period 1974-1975 and
1976.

.The Committee reiterated fts interest in the evaluation of pilot projects in permanent
B -s education and the implementation of pilot projects making use of multi-media systems.

The studies made of adult education set out to structurise this branch of education in terms
of permanent education. Here, too, pilot projects will be assessed so that the most relevant
can be put into effect on a wider scale

In connection with cultural development, the Committee took the view that, on completion
of the first phase of work on the preparation of new cultural policies, a European Confe-
rence of Ministers responsible for Culture should be held in 1976 to highlight the funda-
mental importance of such policies in relation to the general policies pursued by member
States. :

The Committee also approved programme options designed to help governments in enlist-
ing the participation of all — and no longer only of privileged minorities — in the planning
of cultural developmept, in short, in bringing about cuitural democracy.

The Committee expressed its satisfaction with the intention to hold a Conference of Mi-
nisters responsible for Sport in Europe in early 1975 and approved the introduction of
new machinery for co-operation in “Sport for All”.

Lastly, in respect of youth questions, the Committee called for a programme to be imple-
mented concurrently with the activities of the European Youth Foundation and the
European Youth Centre. The purpose of these new activities would be to determine youth’s
role in the development of modern society and their contribution to it.

Document : CCC/EES/DC (73) 10.

St. Wolfgang 17th-28th June 1973
(Austria) o i ' '
A unit/credit system for modern languages in adult education
(Symposium)

In discussing the basic principles of a language learning system for adults on a unit/credit
basis, the Symposium participants gave special attention to the following aspects of the
project : the basic properties of the system ; the analysis of needs of adult learners; a
communicative approach to syllabus construction in adult language learning; the basic
level (threshold level) of competence in a unit/credit system ; the appllcatinn of a multi-
media approach and problems of evaluation and assessment.




A summary of the conclusions and recomme;ldations of the Symposium is given below.

The unit/credit p.oject should aim at emancipating the adult learner by placing at his
disposal a multi-faceted learning system adapted to his own needs and objectives. Such
needs should not be exclusively conceived in linguistic or vocational terms. In investigat-
ing and defining them, account should be taken of the full socio-cultural context of lan-
guage learning. Although in some countries the specialised needs of advanced learners
present an urgent priority, special attention and encouragement should be given to the
language learning of the underprivileged groups, in particular that of the migrant workers.
Since learners may be inarticulate and indeed unaware of thexr real needs, creative coun-
selling is necessary.

The planning of adult language learning policy should be based on investigations of the
language needs of society and of individuels., The importance of interdisciplinary ¢ollabo-
ration and the observance of proper professional standards in the conduct of such investi-
gations was emphasised, as was the need for improved facilities for the exchange of
information about relevant research. Existing arrangements for the co-ordination of the
collection and distribution of such information should be strengthened. An interdisciplin-
ary working group should be established for this purpose.

In this context, the Symposium welcomed the decision of the Austrian Government to
include in its micro-census programme 1974-75 questions reldting to adult language learn-
ing (needs and use). The CCC should officially request membér governments to examine
the possibility of carrying out investigations similar to the Austrian enquiry.

- The basic functional approach of the group of experts set up to investigate the feasibility
and plan the introduction of a unit/credit system was approved and regarded as appro-
priate to adult learners. It was recommended to elaborate the basic principles of language
learning systems within an overall unit/credit framework. The aim would not be to
provide a single monolithic¢ teaching system for Europe, but a flexible apparatus adaptable
to different local situations. The group of experts was urged to preduce a unified set of
concepts and terms as soon as nossible with concrete examples and to sponsor pilot expe-
riments with specific objectives in a variety of different institutions and countries, to test
the feasibility of the syst¢m under varying conditions.

Within a language learning system, the definition of early learning objectives should receive
special attention. These should not only be determined by grammatical progression and the
development of language skills, but also by the priority assigned to different functions
and skills in the light of learners’ needs, both pragmatic and linguistic. Early learning may
thus follow different paths, which lead through various partial goals related to the
learner's most basic necessities, but which should converge to induce in the learner an
initial general communicative proficiency adequate to as wide a range of social sntuations
as possible (threshold level).

In discussing the threskold level (or initial general competence level) in a unit/credit
system, the Symposium recognised the necessity for investigation into learners’ needs
within a sociological context and the importance of offering language tools within the
proper socio-cultural framework.

Work towards defining the threshold level should contmue along the lines proposed by
Mr. D. A. Wilkins and Mr. J. A, Van Ek, that is, in terms of socio-semantic categories and
their grammatical and lexical realisation.

During the discussions, the development of integrated multi-media learning systems
received special attention and was considered to be a major objective in the implementation
of the project. It was stressed that it is vital to learn as much as possible from the variety
of multi-media projects which have been 1mplemented in member countries both in lan-
guages and in other subjects.

~ Experimentation was regarded as the most essential and next immediate step. For a con-
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trolled experiment, the Symposium suggested two prototype courses, one in a widely
taught language and one in a less widely taught language. Both proiotype courses must be
coherent sequences which might take the learners about halfway to the threshold level.

The learner is the focal point of any multi-media system. The teacher or tutor is only one
element which may or not be present at the point of learning. To balance the use of mass
communication the learner should be given possibilities of access to some personal contact.
It is important to build into a multi-media course the strongest possible incentive to the
learner to establish inter-personal communication.

Another point discussed concerned the recognition given to language proficiency. It was
generally agreed that this should take the form of a “profile” giving also separately the
major communicative abilities of the learner that could independently be assessed.

The Symposium was followed hy a meeting of experts responsible for the vroject which

discussed in the light of the Symposium recommendations for the future programme of
work, , '

Documents : CCC/EES (73} 9; 12; 16 rev.; 20;
EES/Symp. 57, 3; 57, 9.

10th-11th September 1973

Steering Group on permanent education

The second meeting of the Steering Group was devoted to the examination and revision of
the draft consolidated report on the first evaluation phase of pilot experiments, presented
by Mr. B. Schwartz, Project Director, and his assistant Mr. J.-J. Scheffknecht, Another
task of the meeting was the selection of eight pilot experiments among thirty-four propo-
sals from member Governments to be studied during the second evaluation phase for
which a timetable of visits had to be set up.

The following pilot experiments were selected by the Steering Group for the second eva-
luation phase :

— The pre-school experiments in France.
-~ The new secondary school system for the 16 to 19 age group in Norway.
— The Schools (Council in the United Kingdom.

— The “Villeneuve de Grenoble”, permanent education and social and cultural animation
centre in France,

— In-service training and work re-organisation in industrial undertakings in Finland,
Norway and Sweden (Industrial Democracy).

— Socio-cultural development in the Apulia region in Italy,

— The Jura Permanent Education and Cultural Animation Project and the (Geneva School
for Parents in Switzerland.

— Folk High Schools in the Netherlands.

— Trade Union Training in Belgium.

During the first phase (1973) six visits were made to institutions at pre-school level in
Sweden, at primary and university levels in the United Kingdom, at secondary level in
the Federal Republic of Cermany and at adult education levels in France.

The main purposes of the visits were *

— to try to demonstrate that the guiding lines proposed in the “Fundamentals of an



integrated educational policy” were based on the generalisation of principles deriving
from practical experiments;

— to try to discover the gulf which separates those experiments from a coherent system of
permanent education ;

— to refine the criteria for assessing the toolsfor analysing the pilot experiments submitted
to the Steering Group in 1973-74.

Consequently, the initlal reports drawn up after each visit as well as the consolidated -
report are intended to enable the Steering Group to make a provisional synthesis and to
improve the method of evaluation for future experiments.

The contolidated report now put forward accordingly includes two elements. It proposes,
a new analysis guide which will, with additional contributions following the second series
of visits, make it possible gradually to assemble the principal variables having an influence
on the development of permanent education. It also provides a summary of the findings
of the six eéxperiments visited,

The new analysis guide takes into account the “Fundamentals of an integrated educational
policy”, the criteria proposed by the CCC for the selection and evaluation of pilot éxperi-
ments as well as the technical dossiers and other reports prepared by experts following
the visits during the first evaluation phase,

Excerpts from this report are given below :

“The educational system and, therefore the school, should enable each individual, on the
one hand, and society on the other, to achieve certain objectives some. of which converge
while others more or less conflict.

Achievement of objectives

Learning skills and ability and developing reasoning powers and structured thought
means :

— letting each student progress at his own pace (better learning skills) ;

— developing ‘action’, replacing the process of mere factual learning by that of tasks to
be done (learning better how to acquire a skill to use knowledge and incidentally how
better to acquire knowledge) ;

— replacing an encyclopaedism with factual knowledge by the thorough study of limited
but multi-disciplinary fields (developing reasoning powers) ;

— taking an objective view of what one does or what one learns, returning to sclence
(develop the structuration of thought and reasoning powers) ;

— organising confrontations, group discussions (develop reasoning powers).

Aptitudes, personal tulfilment, creativity
are furthered in particular by :

— letting each student, within the framework of certain clearly necessary constraints (in
particular, coherence in choice), choose some of his subjects — instead of compelling
him to amass knowledge which is of no interest to him — taking the greatest possible
account of motivations (so helping him achieve personal fulfilment, develop aptitudes);

— developing motivation by developing action (personal fulfilment and creativity}) ;

— developing exploration of the environment: (personal fulfilment, creativity, belter
appreciation of the environment) ;

— developing study in depth (help to develop aptitudes, personal fulfilment);

— developing independent, active work as compared with passive listening (develop apti-
tudes, personal fulfilment, initiative, creativity).
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Lelcester

Equality of opportunity
is developed by :

— extending pre-school and infant centres. On this subject, it is important to develop
parent education and help parents to co-operate with the educational system.

and for the remainder of the educational system by :
— enabling everyone to progress at his own pace ;

— helping and not eradicating those experiencing difficulties (include under this heading
efforts to avold class repetition, developing remedial teaching), organising an orienta-
tton and guidance system which enables everyone to determine his place with full
knowledge of facts; '

— delaying ‘definitive’ orientation, which should take place as late as possible in initial
education ;

— allowing and facilitating reorientation, so that orientation is never once and for all,
which implies :
o for young students, a ‘single’ school, a structure of unit/credit systems, school orga-
nisation so as to leave the greatest possible freedom in the choice of options, a highly
developed tutorial system, possibilities of changing by catching up ;

. o for adults, the possibllity of resuming general or vocational studies at any level
(‘recurrent’ education, diversification of content and media, and structures). '

Autonoray and participation
Undertaking responsibility implies

— letting the student have a maximum of choice in the subject matter ;

— leaving the student to decide on organisation, methods and pace by helping and guid-
ing him:(tutoring) ;

— developing his self-assessment, which means continuous checking ;

— developing everything which makes for appreciation of the environment and its in-
fluence on the student.”

Documents : CCC/EP (73) 1, 2, 3, 4, rev.;
CCC/EP (13) 6 ; 12.

27th-28th September 1973

Training in the critical reading of audio-visual languages
(Colloquy) ’

“The report from the first Colloquy at Lausanne in June 1972 on this same subject indi-
cated that one of the questions discussed was ‘How can those who watch the programme
get the message ?* This ought not to surprise us, for communicators and pedagogues have
been asking this sort of question about some form of communication or other for a long
time — long before ‘the language of television' became a topic for discussion and research.
What is surprising, perhaps, is that on the whole the discussion on television language and
‘understanding the message' does not have much to say about the origin, production and
presentation of the message, and rarely includes such questions as Is the message worth
understanding ? Who wants to understand it ? Why do they want it {o be understood ?
What happens when it is understood ? — and so on. Moreover, it is often not very clear
what is really meant by understanding. What do we really mean in concrete terms when
we say that a message has or has not been understood ? » With these introductory words to



his lecture given at the Colloquy, Professor J. D. Halloran, University of Leicester, aptly
highlighted the essence of the discussions at Leicester. ,

- Researchers from universities and broadeasting organisations from seven member States
examined some of the problems facing mass communications vesearch, especially those
arising from the study of understanding television as well as the possibilities for closer
co-ordination  between the findings of such research and cultural policy making.

Several research projects on cuomprehension conducted in different European countries
conclude that television news is generally not well “understood”, and that many people
appear not to understand even the most eléementary concepts used in news bulletins, Why ?
Factors that govern the encoding of the message, and the relationship between those fac-
tors and the factors that surround the decoding process is one answer. The word “coding”
is deliberately used here in a very wide sense to cover all factors that impinge on the pro-
duction and utilisation processes. It is particularly important that the message should not
be divorced from its source, which is often, in fact, the audience itself.

It is, of course, a fact that one group perceives a message in a different way from another
group, and that one or both of these groups perceives a message in a different way from
those who produce it. The difference between understanding and the ability to verbalize
is often ignored. Nobody is searching for a uniformity in perception and undérstanding,
but it is important to understand the reasons for differing interpretations, so as to make
suggestions for communication processes which may be betteradapted to social reality, and
in order to start a familiarity with the creative aspects of production.

Knowledge of the “coding” and “decoding” in the making and understanding of television
programmes is as yet too imperfectly conceived to allow for the elaboration of a “pedagogy”
for viewers and producers. In any case, the multiplicity of audiences for a programme
would suggest that one model would be inadeguate — mass communication may be a con<
tradiction in terms.

Research projects on understanding television messages should include a wider range of
subjects than the customary comprehension tests dealing more with memory and retention
than understanding as such tests favour those of the viewing public who have a facility to
verbalise their reactions. The other may have a good visual understanding, but cannot
express it in words.

The need for a close analysis of communication influences is increasing. How do people in
different cultures and sub-cultures categorise their experience in different ways ? How are
objects and experience presented or are they likely to take different meanings: these are
still questions to be tackled.

Although radical restructuring is not yet possible without basic modmcahons in the exist-
ing media structures, some gradual changes in the organisation of television are being
introduced in most European countries. Ye!, television, as was stressed by Professor
Halloran in his lecture, “...tends to maintain — perhaps even multiply — the power of a
small, relatively well-educated, élitist group ... Staff recruitment may be more broadly
based than it used to be, ‘access’ programmes may have been introduced albeit at inaccess-
able tii.e, minority groups invited to participate, and so on. In some ways things have
changed, but have the changes really made any differerice to basic ¢communication
problems ?”

Despite differences of approach or emphases, a pattern of general agreement was discern-
able in relation to a considerable number of points raised by Prof. Hallosan.

It was declded that the next meeting should involve television producers with a view to
dev.loping some form of training for them, not only in the semiology of making pro-
grammes but also to make them familiar with the numerous ways in which a programme
can be understood hy the viewer.

Report to appear shortly.
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Baden
(Austria)

2nd-4th October 1973

Youth policies and research — Possibilities, limits
and conditions
{Colloquy)

In October 1969, the Council for Cultural Co-operation arranged a Symposium at Helvoirt
(Netherlands) on “Youth and Participation” which brought together research workers and
speclalists in youth problems as well as decision-makers. They discussed the ways and
means to improve research in this field as regards both substance and methods and also
as regards co-ordination at European level. The meeting recommended in particular, to
prepare a survey of the present state of theory and the varlous research methods being
used in youth sociology.

This study was entrusted to Dr. H. Kreutz, Vienna, who drafted a survey entitled “Youth
and socfal change — A methodological review of European Youth research” covering some
hundred selected works summarising the results of the ten years of research between 1960
and 1970. The diagnosis given in his study is of considerable value but needs to be supple-

“'mented : the existential aspects of youth questions ought to be investigated and a multi-

disciplinary approach found. Accordingly, reference might be made to other fields of study
such as psychology, ethnology, history of civilisation and the educational sciences to com-
plete this preliminary assessment.

Researchers and government representatives, attending the Colloquy held at Baden, dis-
cussed the following aspects of youth problems such s the status of young people in
socfety, the possibilities for improving their participation, the factors which affect the pro-
cess of value acquisition by the young and the definition and scope of youth policy.

There was no agreement as to whether youth constitutes a separate social class or stratum.
However, participants agreed that in the transitional phase of youth the young person
starts to create his own status, his own social position, and that recent changes in the
formal legal status of young people have had little effect on their real social status. This
distinguishes the present situation from previous periods when status was determined by
family or social background. Furthermore, a distinction was made between student youth
which is more intellectually appreciative of social and political problems, and working
youth which is, as a rule, relatively conservative, and quite often uninvolved in political
and social issues.

As for the process of value acquisition by young people, it was generally agreed that this
is strongly influenced by social origin, which again affects the educational and occupational
choices. School does and can, on the other hand, counter-balance social origin and thus
promote equality of opportunity.

The participants felt that decision-taking bodies in youth policy are often reluctant to
engage in innovation. They therefore tend to provide funds for those youth organisations
that are strongly organised and reflect existing structures. The decision-making bodies
should find ways and means to stimulate innovation in youth work, which often means
giving support to experiments and rather unorganised forms of community life of young
people. A dialogue hetween decision-makers and researchers is insufficient ; youth should
be involved and should participate as far as possible in all decisions and in research
projects concerning them. ’

During the debate on youth policy, there was fairly general agreement that any realistic
policy in this field has to be placed in the framework of a broader social policy. Youth
policy was defined as a range of measures and activitlies undertaken by different authorities
at different levels of government or in different institutions with the aim of continuously
improving the individual and social well-being of young people in a changing society.



~ Apeldoorn
{Netherland)

In the traditional concept of youth policy, the decisions are made by officials in the adult
power structure at several levels of government and administration. The same applies to
the pyramidically structured vouth organisations. An effective youth policy should
strengthen the democratic decision-making within the diverse youth organisations and
institutions and accept youth participation. It should also provide opportunities for experi-
mentation and social action. In a participatory concept of youth policy, decisions are made
on the basis of a division of power between responsible adults and responsihle youth,

Furthermore, the need for the formulation of comprebensive research projects covering
the essential issues of youth policy was stressed. Research should play a specific role at
every essential level of the decision-making process. It should not only be related to facts
and findings, but also to action and participation. New ways of disseminating the results
of research have to be developed. New approaches are needed in youth research, they
should be developed along the lines of the triangle: youth — researchers — decision-

-makers. Centres of information should be created to help young people to have access to

the nature of ongoing projects, their results and practical consequences.

Documents : CCC/DC (73) 100 ; 102,

17th-19th October 1973

Experimental study of the cultural development of European
towns '
{Meeting of experts)

Today, more and more towns are giving thought to their new role in the cultural sphere,
to the objectives of cultural policy and the best means of implementing it.

The aim of the project is to afford municipalities encouragement and assistance in ratio-
nalising their cultural policies. Fourteen towns are at present involved in the project :
Akureyri (Iceland), Annecy (France), Apeldoorn (Netherlands), Bologna (Italy), Esbjerg
(Denmark), Exeter (United Kingdom), Krems (Austria), La Chaux-de-Fonds (Switzerland),
Lineburg (Federal Republic of Germany), Namur (French-speaking Belgium), Orebro
(Sweden), Stavanger (Norway), Tampere (Finland), Turnhout (Flemish-speaking Belgium).
The project has constantly expanded in scope. Other towns have also shown interest and
some are actually contributing to it.

The objectives of the Apeldoorn meeting were to:

s establish contact between the persons responsible for the participating towns' cul-
tural policies, for the purpose of co-ordinating the various experiments and making
a joint examination of problems of common interest ;

» provide an opportunity for an exchange of views between those persons and the
leaders of the scientific teams in order to make a preliminary assessment of the pro-
ject and to agree on the approach to further work ;

o afford researchers in the scientific teams an opportunity to compare the findings of
particular experiments carried out in connection with the project and to make a more
thorough study of the methodological problems encountered.

The meeting had been convened at Apeldoorn as it was clear from the outset that this
town was endeavouring systematically to work out a cultural policy and had devised means
of involving the public systematically in this process.

Although the originality and value of the project lie to a large extent in the variety of
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scientifically observed experiments, the participants at the meeting agreed that for the
purpose of facilitating the presentation of findings and bringing out similarities, a second
gulde should be compiled. This would also serve to prepare the grid for the final analysis
of results. The guide will cover both existing situations and future possibilities (emergence
of .new cultural policies). A first guide containing proposals to help local authorities to
participate in cultural development was prepared in 1970 by A. Lefévre (Paris) in co-
operation with B. Duvanel (La Chaux-de-Fonds).

The results of the experiments will be disseminated through the Conference of Local
Authorities and by the national associations of mayors, which will be invited to the closing

.meeting to be held In Austria two years from now.

¥

Dacument ;: CCC/DC (73) 108.

Educational Documentation and Research

Strasbourg
Toledo

Toledo

19th July 1973
Working Party on the Eudised Formats and Standards

15th-17th October 1973 '
Working Party on the Multilingual Eudised The;aurus

18th October 1973

Bureau of the Educational Documentation and Information Committee

Completion of the preparatory stages of the Eudised project

The Eudised project (European Documentation and Information System for Education)
aims at promoting the establishment of a Western European network in which the parti-
cipating centres could directly exchange computer based information on educational mate-
rials. Each centre would hold only its national or field data and would rely for the
retrieval of other data on the disks received from all the other centres in the network. This
procedure is currently applied in medicine and in a2 number of technological and scientific
fields. It enables computers to “communicate” with each other and not only with their own
programmers and users, thus making possible both a division and rationalisation of work
to cope more efficiently with the affluence of information. For the functioning of such a
network two prerequisites must be fulfilled : the same descriptors must be used and the
same rules for entering data into the computer must be applied by all participating
centres.

After the Eudised feasibility studies of 1969 and 1971 had been accepted in principle by
the experts of the 21 member governments represented on the Educational Documentation
and Information Committee, work had therefore to be concentrated on elahorating the

. two main instruments for the network : the multilingual thesaurus of descriptors and the

common format and standards for entering data into the computer. This preparatory phase
is about to be completed.

In October 1973 the Report of the Working Party on Eudised Formats and Standards
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prepared by its Chairman, Mr. R. E. Coward, London, was published, together with two
studies : Draft Eudised Format by Mr. J. E. Linford, London, and Character Sets and Cha-
racter Representation for the Eudised Network by Mr. R. Bernhardt, Frankfurt (Eudised
Standards, Format, Character Representation 1973. — Documentatiun Centre for Education
in Europe. — 126 pp.). The Working Party set up by the Educational Documentation and
Information Committee in 1972 was composed of eight experts nominated by Austriz,
France, Federal Republic of Germany. Spain, Sweden and the United Klngdom It worked
in close co-operation with the other international organisations interested in this field :
UNESCO/UNISIST ; International Labour Office ; Committee of the European Communi-
ties, Information and Documentation Centre ; International Organisation for Standardisa-
tion. The Working Party held four meelings at the last of which, on 19th July 1973, the
Report and the studies were finalised.

The matter with which the Working Party had to deal was of a highly technical und com-
plex nature. The main problem was to relate the general systems work to education. In
this context the Report states : “Closer examination of the practicalities of an educational
network revealed that it would have two quite exceptional features:

— The field of education is of a dual nature ; on the one hand there is a recognisable field
of study in itself, a study of education, or pedagogy, while on the other hand there is
the fact that education may be held to be concerned with all aspects of knowledge since
it is involved with the theory of knowledge, the psychqlogy of learning and the socio-
logical aspects of knowledge in addition to the subjects of the curriculum. In principle,

~any subject may be taught and thus education reaches into all corners of the universe
of knowledge as a particular kind of activity.

— The field of educational documentation is not limited or even centred round one media
type. Records for books and non-book material will be generated and exchanged within
the network and undoubtedly some network centres will speclalise in non-book. areas.
It would not therefore be appropriate to develop a system which was fundamentally
book-orientéd or periodical article oriented ever. {f the system could be stretched to
include other materials. In the long run a network standard which was neutral to
media type or field of study, was required.

The dilemma facing the Working Party was that there was neither a general starting
point available from which an ~ducational subset could be developed nor was there a ready
made set of minor but essential standards such as media codes, intellectual level codes,
target audience codes, etc., which might have been developed by an international educa-
tional documentation institution. Under these circumstances no detailed draft agreement
on formats and standards could possibly be prepared within the time scale or within a
‘Working Party' framework. It was decided therefore that the Working Party could best
meet the basic objectives of the EUDISED project by :

— identifying the levels of standardisation which were necessary within the probosed net-
work and relating the definition of these standards to various developmental stages of
the network ;

— recommending ISO standards where they were available and indicating where ISO
standards provided a foundation on which an extended EUDISED network standard
could be based ;

— concentrating its atlention on the central problem of defining, at a level of generality,
a neutral implementation format.»

The Multilingual Eudised Thesaurus

‘Work on the formats and standards was paralleled by the preparation of the multilingual
Eudised Thesaurus. This task was entrusted, under contract to the Council of Europe, to
Mr. J. Viet, Chairman of the Educational Documentation and Information Exchange Ser-
vice, Maison des Sciences de I'Homme, Paris. A working party was set up by the Committee
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in 1972 to act as a guiding body for the preparation of the first thesaurus to be elaborated,
the English-French-German thesaurus. The Working Party consisted of eight experts
nominated by France, Federal Republic of Germany, Holy See, Italy, Netherlands, Norway,
Spain and the United Kingdom. It was chaired by Dr. K. Spangenberg, Berlin. The inter-
national organisations concerned were represented on the Working Party by observers.
The Working Party held four meetings, the last of which took place at Toledo on 15th to
17th October 1973.

At this meeting the latest printouts of the thesaurus produced by the computer of the
International Labour Office, Geneva, under supervision by Mr. G. K. Thompson, Chief of
the Central Library and Documentation Branch, were discussed. The thesaurus comprises
some 2,600 descriptors in English, French and German arranged in an alphabetical list, and
a facetted list in which each descriptor appears with its corresponding broader terms,
narrower terms, and related terms. The descriptors were proposed by grouns of experts
from the United Kingdom, from France, Belgium and Switzerland, and from the Federal
Republic of Germany and Austria respectively. The descriptors were checked by Mr. Viet
in comparison with the already existing thesauri like the ERIC Thesaurus in the United
States of America, the Macrothesaurus of economic and social development terms by OECD.
The Eudised Thesaurus is multilingual which means that there is no main language from
which translations into the other languages could be made. Each language is treated as
equal, and therefore equivalences for each descriptor in the other languages had to be
found. A code string is assigned to each descriptor, however, so that computer storage
and retrieval can be effected irrespective of language. Thus a standardisation of the docu-
mentary language in education in Western Europe suitable for computer processing will
be achieved.

At the Toledo meeting the Working Party suggested a number of changes concerning both
content and presentation. These changes will be entered into the computer by Mr. Viet and
Mr. Thompson and the final computer printouts will be available in- December 1973. On
the basis of these printouts the three volumes of the English, French and German versions
respectively will be published commercially in early 1974 by Mouton Publishers.

In the course of the coming year a Spanish version of the thesaurus will be prepared by a
group of Spanish experts under the Chairmanship of Professor V. Garcia Hoz, Madrid, and
with the assistance of Mr. Viet. The Spanish experts participated in the Toledo meeting as
observers. The meeting was also attended by an observer from the Brazilian Education
Ministry who chairs a group of Brazilian experts working on the adaptation of the Eudised
Format and Thesaurus with a view to establishing a Brazilian documentation and informa-
tion system for education (BRADISED). Interest in the possibilities of adapting Eudised to
their national needs has also bz2en expressed by centres in Eastern Europe and Japan.

Towards the implementation of Eudised

The Bureau of the Educational Documentation and Informaticn Committee which consists
of the Committee Chairman, Mr. J. Viet, the Chairmen of the two working parties, Mr.
R. E. Coward and Dr. K. Spangenberg, and Mr. B. Gran for the Scandinavian States, met
on 18th October at Toledo. It discussed the various possibilities for implementing the
Eudised project which will be submitted for opinion to the next meeting of the Committee.

It appeared from the discussion that a growing number of educational information and
research centres have gained computer access, and that the majority of them would be
ready to accept both the Eudised Format and the Thesaurus. This would make it possible
to build up networks in which each centre would hold only its national or special field
data and would exchange its disks with all other centres in the network. It was the
unanimous opinion of the Bureau that in building up these networks the first priority
should be given to educational research and development and the second priority to edu-
cational media.



Ghent

The proposals to be submitted to the Committee will be finalised at a second meeting of
the Bureau which will be held in February 1974 at Strasbourg.

Documents : EUDISED Standards, Format, Character Representation, 1973. — Documenta-
tion Centre for Education in Europe, Strosbourg.
Eudised Thesaurus, English-French-German Versions. — Mouton et Cie, La
Haye (to be published shortly).
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24th-28th September 1973

The socio-culturally handicapped

(Educational Research Symposium)

The theme of the Symposium, the fifth in the series sponsored by the Educational Research
Committee, was research concerned with compensatory education for the socio-culturally
disadvantaged. The participants, researchers and administrators from 16 member States of
the Council for Cultural Co-operation, divided their time between plenary sessions, at
which a series of papers was presented, and discussion groups..

Professor W. de Coster {University of Ghent) delivered the opening lecture “Handicapped
or different ? Concepts, problems and action”, in which he drew attention to the complex
nature of the theme to be discussed by the participants. The cultural clash between the
school and the lower social strata had not always been adequately recognized, Many com-
pensatory programmes, after a certain initial success, had proved of little lasting effect.
The researcher had still many problems to solve, before it could be claimed that progress
had been made towards providing means whereby all children could begin to approaci
their potential achievement levels. Professor de Coster himself favoured an approach at
the pre-school level which would involve a certain degree of structuring of the program-
mes and include exercises designed to meet specific objectives. The planned structure
would not, however, act as a dead hand on spontaneous or organised activities. Rather than
replace spontaneity, it would sucplement it. There would be a “hidden curriculum” which
would make it possible to organize activities that remained pleasant but fitted into a stra-
tegy directed towards the achievement of specific objectives. This would, of course, demand
a high level of competence on the part of the teacher.

Four research projects being conducted at the University of Brussels, Ghent, Liége and
Mons, with financial support from the Bernard Van Leer Foundation, were presented uy
Professor P. Osterrieth (University of Brussels), and more detailed information concerning
methodologies used and provisional findings was given by representatives of the respective
research teams.

Dr. A. H. Halsey (University of Oxford) gave a detailed account of the Educational Priority
Areas Action Research Project in the United Kingdom. The project, which was set up in
1968 and which was still beihg continued in various formas, had shown that educational
standards in Educational Priority Areas could be raised by modest pump-priming resources

.and imaginative use of them. Dr. Halsey was of the opinion that the pre-school was an

economical and effective point of entry for compensatory programmes, and that community
schools which brought together the school and its users — parents, teachers, employers,
officlals, social workers, workers — had a vital role to play in paving the way towards a
more egalitarian society.

In his lecture Mr. P. Perrenoud (Sociological Researci: Service, Geneva) examined pre-
school education from the point of view of supply and demand. Among his general conclu-
sions was thidt if there was to be any hope of compensating for socio-cultural ineéqualities
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during pre-compulsory schooling, it was necessary to differentiate and individualize pre-
school education. By treating all pupils, however unequal they might be in reality, as
having equal rights and duties, the school system would in practice be perpetuating all
original inequalities.

Current trends in European pre-school research with particular regard to compensatory
education were dealt with by Professor K.-G. Stukat (University of Goteborg). He drew
attention to the fact that increasing research effort was heing devoted to pre-school educa-
tion. Amongst the most marked trends within this effort featured the development of
compensatory programmes for socio-culturally handicapped children, the development of
methods for the early diagnosis of deficiences, the evaluation of pre-school methods and
programmes, and the design of pre-school experiments.

Professo- ' de Landsheere (University of Li¢ge) in the concluding lecture presented an
overview u. the papers read at the Symposium and summarized the conclusions of the
discussion groups. He noted that there was a broad measure of agreement amongst these
groups. In particular, all emphasized the importance and value of pre-school edueation. It
was hoped that a greater measure of individualization could be achieved in teaching,
although it was readily recognized that there existed no miracle method which would be
effective in all circumstances. The discussion groups had found difficulty in defining the
concept of socio-cultural handicap in view of the growing reluctance to accept middle-class
standards as the :orm. Children from the lower social strata were not necessarily
handicapped ; rather they were different. Those that had been described as being soclo--
culturally handicapped were by no means small minority groups. Pre-school programmes
should be carefully devised to meet certain clearly defined situations, but these program-
mes should be such as not to hamper the spontaneity of the child and not to accentuate
social class differences. Professor de Landsheere recalled that a gigantic research effort
was called.for, to be accompanied by a like effort in the field of teacher training. He urged
governments to recognize the value for national development of investment at the pre-
school level, and underlined the Symposium’s suggestion that the Council of Europe should
work towards establishing closer links between the various projects in this field so that
each country could benefit from progress made by others.

The Symposium was chaired by Mr. V. Geens, Director of Secondary Education, Dutch-
speaking region, Belgium, and was attended by observers from OECD, UNESCO and the
Bernard Van Lcer Foundation.

(The Symposium papers, which may be obtained from the Documentation Centre, will be
published in the Information Bulletin 1/1974.)



Second Part

RESEARCH AND REFORM IN TEACHER EDUCATION:

Educational Re#earch Symposium, Bristol, 8th-13th April 1973

The Educational Research Symposium at Bristol was the fourth in the series of
symposia sponsored by the Educational Research Committee. The Symposium
which was organised by the British authorities under the auspices of the Council
of Europe, was devoted to the problems of research and reform in teacher
education. It was chaired by Professor W. Taylor, then Bristol University.

The following lectures were given : “Teacher education - Research and change”
by Professor Taylor; “Theories of learning and teacher education” by Mr,
A. Brimer, Bristol University; “Is teacher training any use?” by Professor
A. Prost, Orléans University ; “From studying education to teaching a class:
problems of transition” by Professor H. Aebli, Berne University; “The tech-
notogy of teacher education” by Mr. K.G. Collier, Bede College, Durham ;
“Retrospects and prospects in teacher training education” by Professor
S. Marklund, Stockholm. In a summing-up lecture Professor Taylor drew
conclusions from deliberations in the discussion groups and the plenary
meetings.

All lectures and a comment by Professor E. Stones, Liverpool University, on
Professor Taylor’s lecture are given below,

Teacher education - Research and change '

by W. TAYLOR,
University of Bristol.

While engaged in the preparation of a first draft
of this paper, I found myself listening at table to
my thirteen-year-old daughter's comments on a
new teacher at her school. Well, not really a
teacher, as she was quick to point out, but a
student;, attached to the school from my own
university for a period of extended school expe-
rience. It appeared that the young woman had
made a favourable impression. I enquired why, and
my older daughter (who is at the same school)
joining in, 1 was informed of the qualitics of a

good teacher. The list was a familiar one. Good
teachers knew what they wanted pupils to do or
to learn. They stated this clearly and simply, and
made sure that no one was in doubt about what
was required. They had good control over their
classes ; no one fooled around and disturbed every-
one else. They were just and-fair in evaluating

performance and dealing with disputes. They were 7

efficient, knew how many rulers. were needed and
where they were kept, returied work promptly
with helpful (but not uncritical) comments. They
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were interesting to listen to, suggested topics for
study that the girls thought worthwhile, and pos-
sessed a sense of humour. They were flexible,
recognising and making allowance for the effects
upon classroom attitudes and performance of a
preceding hour's hard fought hockey game in the
rain. Did everyone agree about these desiderata?
I was assured that they did.

But no self respecting social scientist generalises on
a sample of two, especially when both are his own
offspring. So I turned for confirmation to a little
book edited by E. Blishen {1969) called The schoo!
that I'd like. It comprises statements by children,
of every age from 5 to 18, about their schools, their
teachers, the curriculum and a hundred and one
related topics. Many of the statements show great
insight. Some are simply funny. Katherine, aged 12,
obviously suffering under an over-enthusiastic gym
teacher says:

“I admit that if all the teachers were oldish
men it would be a bit rough on the physical
education teacher, although a small fat middle-
aged man as a PE instructor would suit me
perfectly.”

From time to time the editor of this collection tries
to sum up the children’s attitudes on a particular
topic. About their views on teachers he is quite
clear. They- are highly critical. “Alas, the indict-
ment of the profession... from the writings of
these children amounts to more than a statement
of their ordinary human imperfections... At the
very least it must be said that a great many
teachers are found singularly unsatisfactory by
those they teach. And the main charges are made
so consistently, and by so many, and tie in so
closely with the general pattern of criticism, that
they certainly require the most serious consider-
ation.”

“{Teachers) should be understanding, the children
say, and patient; should encourage and praise
wherever possible ; should listen to their pupils,
and give their pupils a chance to speak, should be
willing to have points made against them, be
humble, kind, capable of informality and simply
pleasant ; should share more activities with their
children than they commonly do, and should not
expect all children to be always docile. They should
have a conscience about the captive nature of their
audience ; should attempt to establish links with
parents ; should be punctual for lessons; enthu-
stastic within reason: should not desert a school
lightly ; should recognise the importance to a child
of being allowed to take the initiative in schoof
work ; and above all, should be warm and personal,
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It is quite difficult to be all these things within
the present pattern of schooling. .. It is really very
difficult to be the teacher the children desire,
without enormous changes in the whole system.
But any link in a viclous circle has some power to
break the circle, and teachers can hardly fall back
on a plea of impotence.”

Well, few of us have much hope of displaying all
those qualities, and there are some who would
disagree about there being.a vicious circle that
needs tc be broken. But whether it is a matter of
breaking with the past, or simply building upon
what we have and trying to do things better, most
would concede that there is plenty of room for
improvement in the ways in which we educate and
train teachers. I want to argue that research can
help us to make these improvements. But 1 also
want to voice some criticisms about some directions
that teacher education research has taken in recent
years, particularly in the United States, and to
suggest the need for a much more multi-disciplin-
ary approach to the formulation and resolution of
problems.

The disciplinary basis of research in teacher
education .

It is not my intention in this paper to offer any
kind of overview of recent research. I did this a
few years ago, reviewing more than threce hundred
studies that I thought relevant (Taylor 1969). Cope
(1971), Cane (1970), and Lomax (1972) have since
provided somewhat differently oriented but more
up-to-date coverage., The voluminous American
literature has been surveyed by Gage (1963 and
1871), Denemurk and Macdonald (1967) and by
Smith and his collaborators (1971). The Council of -
Europe’s surveys of educational research in mem-
ber countries list numerous studies in the field of
teacher education {Council of Europe 1968, 1970).
The biggest difficulty in undertaking such aver-
views is finding a suitable conceptual framework
within which the literally thousands of studies that
have been undertaken can usefully be classified.

What does all this éffort add up to? How and in
what ways has it helped to shape the environment,
not just of other researchers, but of policy makers,
administrators, professors and lecturers, and
teachers themselves? We inust avoid the easy
cynicism that answers “not at all” with as much
care as the claim for decisive influence. The rela-
tionship of research and action is not simple, or
direct, but neither is it non-existent. I have iried
elsewhere to analyse this relationship (Taylor
1972 a, 1972 b, 1973) and 10 argue that whilst some



educational research can be more or less directly
used, in the same sense that medical research leads
to the production and testing of a new drug that
doctors then prescribe, the effect of most studies in
the field of education is to gensitize, to direct our
attention to problems and issues and contribute to
the way in which we analyse them, to monitor and
provide a critical viewpoint on the working out of
policies and decisions that derive from our political
beliefs.

Within the past five years the already substantial
pile of studies in the field of teacher education has
gone on growing. More work has been done on
the analysis of classroom interaction, on the per-
sonalities and cognitive styles of students and of
teachers, on the relationship between tutors’ grades
and school practice success, on the social climate
of the training institution and its impact upon
students, on the mutual expestations that students,
tutors, teachers and pupils entertain concerning
one another's performance. Is it possible to cha-
racterise what the Americans like to call the ‘main
thrust' of this work, the direction that it is taking

~-and the professional orientation of those who are

carrying it out?

The answer to the last part of the question is clear.
The bulk of the effort is coming from psychologists.
This is not to say that representatives of other
disciplines have not made a contribution. Some
sociologists of education are making large claims
- for the value of an ethnomethodological and sym-
bolic interactionist perspective on life in the class-
room and school, and the part that this can play in
preparing teachers (Gorbutt 1972, Open University
1972). Studies of social class and educational op-
portunity, and analyses of how the structural
features of contemporary societies impinge upon
education are temporarily out of the shop window,
relegated by some of the younger zealots to the
back rooms as the interests of an older generation.
The efforts of Bernstein (1972) and others to sug-
gest a reconciliation of structural and phenomen-
ological approaches have yet to bear fruit.

Historians too, continue to turn up new know-
ledge and insights on the background of our present
attempts to educate and train teachers. In so doing
they provide frequent reminders of the long-
standing nature of some of our present problems.
The accounts of European teacher education writ-
ten more than a hundred years ago by the assiduous
Henry Barnard (1878), inspirer of Teachers College,
Columbia, make clear that certification, the in-
duction of beginning teachers, the relationship
between academic, pr~fessional and practical work

in courses of teacher preparation, and the speci-
ficity of training needed by those aspiring to work
with children of different age groups, have beei
live — and unresolved — issues for a very long
time.

Philosophers, have also been playing their part,
and at least in England and Wales it has been a
major one. The writings of R. Peters (1968), P. Hirst
(1963, 1966), R. H. Dearden {1968), and J. Wilson
(1972) have introduced a powerful stream of ideas
into course planning that owes a good deal to the
traditions of analytic philosophy. Instead of spend-
ing time studying the writing of the ‘great educa-
tors’, students in colleges and departments of edu-
cation today are more likely to find themselves
analysing the nature of freedom or responsibility,
the justification for punishment or what it means
to make a moral judgement. And less centrally, but
no less importantly, specialists in educational
administration, in comparative education and in
the other areas of educational study have been
initiating and conducting studies of their own,
many of which yield findings which have a place

in courses of initial and in-service teacher educa-"

tion.

But as far as research into the process of teacher
education itself is concerned — the kinds of thing
that are included in articles and collections of
papers and books with this title — it is the psych-
ologists who have made the central contribution.
Let us take a look at the kind of work they have
been doing and try to assess its importance for the
way we go about the education of teachers.

Factors that underlie contemporary concerns

A number of factors have helped to determine the
form and direction of today's “main thrust” in
teacher education research.

First is the sheer scale and importance of _the
enterprise — more students are pursuing courses
in education at post-secondary level in England and
Wales than in any other subject — and a recogni-
tion that the job can, and should, be done better
than it has been in the past.

Second is the realisation that changes taking place
in the schools — open plan primary teaching,
individualised learning, the use of electronics, the
integration of subject matter, a press towards
teacher and pupil participation in decision making
— all have implications for the way in which
teachers are educated and trained.
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Third is the new knowledgerabout learning and
teaching that is being obtained from experimental
and classroom based studies, and from such spe-
cialities as sociolinguistics, cybernetics, organismic
research, interaction analysis, and information
theory.

Fourth is the taking over into higher and profes-
sional “educ.tion  of the interest in curriculum
objectives developed from the early work of
R. Tyler (1950, 1864). Enormously stimulated by the
taxonomising efforts of Ben Blocm (1956), this
approach can be seen in use in the large number
of curriculum projects that sprang up in the sixties.
Beginning with science and mathematics, but ex-
tending, through the work of bodies like the
Schools Council in the United Kingdom, to take in
every subject taught in the primary and secondary
school, curriculum research and development has
become a-major growth area. Not all the projects
and the bocks and materials based upon them have
used an objectives approach. Some investigators
have been- highly critical (Stenhouse 1968), others
have paid only lip service to objectives. But all
more or less agree that when they act, rational
men know what it is they are trying to achieve,
and what goes for rational men should apply to
teachers, not just in schools but at any level of
education.

Fifth, and owing a good deal hoth to the contem-
porary Zeitgeist and t6 a movement away from
élitist towards mass secondary and post-secondary
education, there is a concern with the management
of attitudes, with substitutes for the guarantees of
personal acceptability formerly provided by social

*batkground, personal commitment, and informal
socialisation within a residential community (Tay-
lor 1969), coupled with pressure from teachers for
a greater say in the selection, training and induc-
tion of their colleagues (Thompson 1972).

Sixth, there is a concern with results, with ac-
countability, with producing teachers who can
really do something about the problems of the
city, the language development of minorities, the
social behaviour of the underprivileged. Drawing
strength both from radical egalitarianism and from
conservative anxieties about social order and the
maintenance of standards, such a concern is parti-
cularly powerful al! the present time. Existing
programmes of teacher education have been under
attack from both right and left. ine James Com-
mittee, the Joxe Committee, the Heckhausen Com-
mission and the US Office of Education Model
Teacher Education Programmes represent an in-
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terest in the improvement of teacher education
that extends beyond any one political or educational
interest group. At least in part, this interest refletts
a disillusionment with conventional approaches.

The earlier weaknesses of teacher education had
been blamed variously upon the small size and
isolation of the institutions in which it was carried
on, a lack of academic and scholarly interest in
its processes, the absence of money for research
and development activity, and the low level of
qualification of both students and staff. In the
sixties' more and better qualified students, more
experienced and academically proficient tutors,
more money for research, more books and articles
and conferences on the subj2ct than ever before,
more activily by the professional associations, all
seemed to be having rather little effect upon
quality and satisfaction. 1f more did not mean
worse, it did not necessarily mean better. Some-
thing other was needed. Something hard, palpable,
effective, capable of meeting the difficult problems
of minority education, urban disorder and shortage
of resources on their own ground, something of a
kind that would counter the deteriorating public
image of higher and professional education, and
reassure those who vote funds, appoint professors,
support research, approve grants to students and
hire teachers, that the Schools of Education know
what it is they are about, and are capable of
delivering the goods.

The response has taken different forms in different
countries. In England, France and Germany there
have veen official commissions which have recom-
mended major reforms in the structure and orga-.
nisation of teacher education — recommendations
that have been taken up with varying enthusiasm
by the governments concerned. In England, the
National Council for Educational Technology has
sponsored a feasibility study in the large scale
production of learning progtammes for use in col-
leges of education (Collier 1972). Only, I believe,
in the United States has there been an attempt to
found reforms on systematic and large scale re- .
search and development studies. The American -
experience is particularly relevant at the present
time, not simply and crudely because what happens
in Chicago and Los Angeles today happens in
London or Berlin tomorrow, or because European
educational ideas are in many fields parasitic on
those of the Americans (although I believe that
there is truth in both these propositions) but
because we are experiencing many of the same
pressures on our systems of teacher education, and
we can perhaps profit from studying some of the
assumptions that underly the transatlantic response.



Performance based teacher education

The development of specific methods and materials
for the improvement of teacher education pre-dates
the mid-sixties funding by the US Officc of Edu-
cation of 1fodel Tearher ducation Programmes,
but the latter have been a major focus of regent
interest and have generated a large number of
complementary studies. As Rosenshine and Furst
(1971) have made clear, the Model Programmes are
dominateéd by the notion of “performance criteria”.

“,..the programme developed by the North
West Regional Laboratory stresses ‘instructional
experiences that lead to both development apd
personalisation of competencies'... In the 131)
chigan State model, some 2700 modules are
specified, many of which are evaluated in terms
of ftrainee behaviours... The Massachusetts
model is explicit in requiring ‘the specification
of instructional and programme goals in terms
of .behaviours to be vxhibited by the trainee’...
The Syracuse proposal claims that ‘the model
programme specifies its objectives in behaviour-
al terms, provides situations where these be-
haviours can be learned, and when behaviours
are manifest, assesses their quality and cha-
racter in behavioural terms’... The Teachers

_ College Model developed 818 educational spe-
cifications. ” (p. 38)

In a series of publications, the American Associa-
tion of Colleges for Teacher Education (Elam 1971,
Burke 1972, Andrews 1972, Weber and Cooper 1972,
Giles and Foster 1972) has explicated the nature of
what is now widely called PBTE, or Performance
Based Teacher Education, and provided examples
of ils implementation within particular colleges
-~ and school districts. It is argued that traditional
{eacher education is experience based, requiring
the student only to complete a specified number of
_courses and to secure appropriate grades. There is
no requirement for intending teachers to demon-
strate their competency in the tasks that they will
be called upon to perform. In contrast, performance
based teacher education demands that “performance
goals (be) specified, and agreed to, in rigorous
detail in advance of instruction. The student must
either be able to demonstrate his ability to promote
desirable learning or exhibit behaviours known to
promote it. He is held accountable, not for passing
grades, but for attaining a given level of compe-
tency in performing the essential tasks of teaching :
the training institution is itself held accountable
for producing able teachers. Emphasis is on de-
monstrated product or output. Acceptance of this
basic principle has program implications that are
truly revolutionary..." (Elam 1971 p. 2)

i~

In some publications the term competency based
rather than performance based is used, and seems
to leave more room for knowledge criteria, as well
as performance and product criteria (assessments
based on the achievement of the pupils taught by
the student) to be employed in the process of
evaluation, However labelled, such programmes
are field rather than university centred (Bowman
1971), and require a level of co-operation and
understanding between the teacher training-insti-
tution, the school system, the professional organt-
sations and the head and staff of individual schools
that goes far beyond that characteristic of much
existing teacher preparation.

The definition of objectives is an ecssential first
stage in this approach. Efforts in this direction are
currently being made in several countries. Refe-

. rence has already been made to the American

Model Programmes, and in the United Kingdom a
National Council “for FEducational Technology
working party has emphasised that :

“The materials now being produced to form the

basis of independent study by individuals and

small groups, as well as of class teaching, cannot
reach their maximum effectiveness, unless their

designers have defined far more precisely than

has been customary in the past what they intend

the 1::rners to gain from them—in information,

conceptual grasp, skills and attitudes — and

their producers have thoroughly tested, revised

and evaluated them.” (Collier 1972).

The definition of appropriate objectives and intro-
duction of sophisticated methods of determining
when a student has acquired the required level of
competency appear to be crucial elements in the
new approach. As Elam (1971) has noted, methods
of assessment seem sometimes to be an after-
thought, yet in fact control the student’s motivation
and learning. If evaluation is crude and simplistic,
then students’ learning will be restricted and in-
adequate.

The value of thinking clearly and systematically
about what students need to know and be able to
do in the classroom in order to each effectively,
and basing our ideas on the results of research into
classroom practice, teacher/pupil interaction and
the psychology of learning, is surely indisputable.
We can divide up the content of most concurrent
and consecutive teacher education programmes into
three elements. The study of one or more disciplines
for personal education and as teaching subjects;
“educational foundations” such as psychology, so-
ciology and philosophy, and pedagogics or profes-
sional studies, including practical experienice in
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schools. There seems to be a fair measure of agree-
ment, both among students and staff within
individual countries, and hetween different coun-
tries, that it is the pédagozical and professional
element that is least well done. Furthermore, such
professional studies are all too seldom adequately
related to work in other areas, particularly the

foundation disciplines. In nearly all countries we

find a situation in which certaln teachers —in the
¢lite academic schools, in post-secondary education
— are not required to have undergone any system-
atic pedagogical instruction at all, In the light of
all ihis, any attempts to place professional training
on a better basis are to be welcomed. Research into
the dynamics and correlates of children’s learning,
the sociology of the classroom, the behaviour of
teachers, the relationship between particular teach-
ing approaches and learning outcomes, all help to
contribute the knowledge on which such a better
basis might be constructed. With so much to do, it
may seem unhelpful to be critical of the assump-
tions that underlie some of the present work in
this field. Yet if we believe that the tast is an

important one, and deserves to attract more finan-

cial and material support, it is right that we should
try to ensure that future work is soundly based.
So let me say why I find some aspects of the
present interest in defining objectives, determining
performance criteria and assessing learning out-
comes worrying.

At the most general level, I find it very difficult
to conceptualise what kinds of teachers, what
kinds of people and what kind of society would
result from a really effective implementation of a
performance based teacher education programme.
Obviously enough perhaps, I fear the worst. The
point is often made that any set of objectives must
constitute a dynamic system, subject to progressive
development in the light of student feedback and
the results of systematic evaluation. This seems
admirable, but would it in fact happen that way ?
Isn't there a very real danger that any set of
objectives, especially ones to which a lot of time
and money had been devoted, would soon become
ossified ? If someone giving a prepared lecture
notices that his audience is being physically de-
pleted by surreptitious departures, or psychically
diminished by the onset of sleep he can, if he cares
— some lecturers don't—move on to a more
interesting part of his script, or throw it away and
try to extemporise in a more arresting and less
sleep-inducing manner. Instant feedback, and,
hopefully, quick remedying action. But where a set
of objectives has taken months or even years to
prepare, has involved the labours of many people,
and has perbaps generated sets of complex and
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expensive teaching materials, there is a tendency
to go on using these objectives despite weaknesses
or irrelevance to changed conditions. Advocates
might reply that this justifies really heroic efforts
at prior testing and evaluation. But such testing,
if it does eliminate some of the potential snags,
also compounds any eventual weakness by still
further adding to the cost and the implied “author-
ity” of the package.

What kind of relationship between professor and
student (and, ultimately, teacher and pupil) are
encouraged by attempts to programme teacher
cducation more systematically ? Once again, my
objection is a general one, representing a sense of .
unease rather than a shot at any very clearly
defined target. It is claimed, no doubt accurately,
that performance based studies can be individual-
ised, tailored to students’ needs and capacities and
pace of learning, to an extent that is impossible
with iraditional methods (Weber and Cooper 1972).
And yet... isn’t it possible that such individual-
isation can be perceived by students as providing
less frccdom of choice, more opportunities for
manipulation by staff, than conventional methods ?
After all, even if in the old days you had to attend
lectures, no one could make you listen, or force you
to contribute in a seminar or discussion. Just so.
Old fashioned methods, we are told, are “ineffect-
ive”, They do not result in the maximisation of
learning. They must be replaced by something more
effective. I agree. We all do. But people don't just
“learn”. The effectiveness of learning is only
significant in relation to the importance and the
value of what is learned, to the kind of society and
the kind of régime in the schools and the kinds of
relationships between persons that particular con-
tents generate and encourage. And since we know
very little about these issues, and disagree rather
often about what little we do know, and about
what counts as knowledge, and who should teach
what to whom, and where, the question of effect-
iveness becomes rather secondary. As Argyris (1971)
has put it — “It is simply not true that society will
necessarily valuc knowledge that produces know-
ledge which leads to more effective problem solving
at the cost of increasing psychological failure”.
Much of the recent writing on teacher education
within the genre that I have been describing is
dominated by the ideology of behaviourism. The
methods that it recommends have worrying affin-
ities with those used in behaviouristic experiment,
in which (again to paraphrase Argyris) subjects
are dependent upon and submissive to the experi-
menter or therapist, have a short time perspective,
and perform only those tasks that are assigned to
them.



There are many other doubts that could be voiced.
Do we know enough about what constitutes effect-
ive teaching to be able to devise appropriate
objectives and performance criteria ? (Elam 1971).
Does it follow that a large number of separately
mastered skills can readily be embodied in the
Gestalt that constitutes the teaching act? Does
PBTE take sufficient account of the essential
context rather than rule-bound character of teach-
ing behaviour ? (Broudy 1972). Is there a danger
that the content of teacher education programmes
will be limited to what can be assessed in terms of
behavioural objectives ? Is the stress upon account-
ability, field based study, and professional involve-
ment, anything more than a series of gestures
towards certain currently fashionable concerns of
powerful interest groups?

In fairness, it has to be said that many of the
advocates of performance based training are aware
of these problems, make cnly modest claims for the
success of the method, and recognise that its use-
fulness is limited to certain elements of the teacher
preparation programme. They are particularly
conscious of the difficully of producing adequate
effectiveness criteria. My traditionally educated
children, whose views I quoted at the beginning of
this paper, were pretty explicit about what they
wanted in their teachers. But a teacher who fails
to conform to thelr specification might still be
quite effective in securing passes in the General
Certificate of Education. The opposite can also
apply. Furthermore, the teacher who is “effective”
in the rather formal secondary school classrooms
to which their remarks applied, may be quite
“ineffective” in the type of open plan infant class-

room studied by Resnick (1972 a, 1972 b) who has

observed that

“Since there is no formal means of assuring
that the child works on tasks suited to his cur-
rent level of development in any particular
area, the child’s acquisition of basic skills in an
informal environment depends on a combination
of two factors (a) the extent to which the child
is able to extract from a complex and "distract-
ing” environment those tasks that optimally
. “stretch” his current repertoire of skills and
conceptis i.e., the extent to which he can pro-
gramme his own learning; and (b) the extent
to which the teacher, on the basis of informal
observation and evaluation and her own know-
ledge of the structure of the subject matter, can
guide the child to appropriate tasks. In addition,
the informal method of teaching depends upon
a subtle blending of “self-motivated” learning
on the part of the child, the setting of expecta-

tions for performance by the teacher, and both
peer and teacher reinforcement of intellectual
effor.t."

Certainly in England, and probably in other coun-
tries as well, the range of approaches to learning
that can be found in different schools has in recent
years become much wider. It is not only that we
have a bewildering mixture of school types. There
are nursery, infants with nursery classes, infants
only, infants and junior, junior, and middle (cater-
ing sometimes for eight to twelves, sometimes for
nines to thirteens, sometimes for still other age
groups). There are all through eleven to eighteen
secondary, junior secondary, upper secondary, sixth
form colleges (I have even seen “County Comple-
mentary” on a board outside one school in recent
months, but omitted to ascertain what it might
mean). Within schools of the same type and catering
for the same age range one can find everything
from on the one hand, the latest in family grouped,
integrated day, interdisciplinary and team taught
provision to on the other, a style of teaching and
learning that would be instantly familiar to some-
one whose last contact with schools was seventy or
more years ago. While there is no doubt a tendency
for teachers to settle down in schools where their
own pedagogic practices are in tune with those of
the head and colleagues, it is becoming more and
more likely that a wide varieiy of different condi-
tions and expectations will be encountered in the
course of a single career. It at least seems possible .
— I am being cautious — that the skills and know-
ledge appropriate to one setting may be of little
use, even dysfunctional, in another. Hence the
stress that teacher educators are placing upon
producing flexible attitudes in their students and
on the importance of more opportunities for further
professional studies on an in-service basis. But if
many of the teacher's skills are situation-specific,
if the sort of people who satisfy my daughters find
themselves at a loss’in a more informal environ-
ment such as that described by Resnick, then the
researcher’s task is a formidable one.

The multi-diciplinary character of teacher
education research

What sort of research needs to be done, and how
should it be organised? Two points are worth
underlining. The research that may be most rele-
vant to teacher education is not necessarily teacher
education research. Piaget is reported as saying
that i’ he had forty years work ahead of him, he
would direct his attention first of all to ways in
which biochemistry will affect learning (Popham
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1971). it he, or someone of comparable stature,
should produce new and striking findings on this
subject they could have the greatest significance
for how teachers are prepared —but this is not
teacher ‘education research in the terms of this
papei. Second, research based knowledge is only
one input to the decision making of lecturers,
principals, professors, administrators, policy makers
and all those who have to do with how teachers are
educated and trained (Taylor 1973). A whole medley
of ingredients — political, professional, personal,
situational — go to determine the decisions that we
make in this, as in every other field of human
activity. Given the right conditions, the part played
by research based knowledge will hopefully in-
crease., Such knowledge can help to make more
rational, but can never replace, the fallible human
judgements within which, after all, the research
itself originates. .

I have already tried to make clear that, at least in
my estimation, much of the research that has been
conducted into- teacher education has been too
narrowly conceived. We have a host of studies that

assess teacher and student characteristics, correlate

input and process (but seldom output) factors,
record attitude changes, and analyse individual
teaching performances. But:if ‘we are to have an
understanding of the process of teacher education
that will lead to its improvement we need much
more than this,

In the first place, there should in every country
be one or more groups of people who operate as a
teacher education research unit. Such groups might
be located in universities, in research foundations,
or in regional or national ministries. Their tasks
might include the execution of research projects
based upon disciplinary or system problems ; ser-
vicing enquiries undertaken in other universities,
colleges or teachers’ centres; monitoring innova-
tions in pre-service and in-service teacher educa-
tion ; initiating and evaluating development pro-
grammes ; keeping in touch with and disseminating
knowledge about research in the social, behaviour-
al and information sciences relevant to teacher
preparation ; offering consultancy on research and
development problems to trainers of teachers,
administrators and policy makers. The core mem-
bership of at least one of these groups should be
on permanent contracts, and the group as a whole
should have enough time and resources available
to permit a certain number of unit-initiated studies
and for preparation of other work for subsequent
short and medium term contract funding. Ideally,
there would also be money to attract on second-
ment scholars and researchers of distinction from

fields other than teacher education, or even from
outside education altogether. The experlence that
we have had with educational research in this
country over the past thirty years suggests that
some such established group, with a core of people
who are free to determine at least a proportion of
their own work, and who do not have to speiid a
third of their project time In devising follow-up
applications that will keep them in employment, is
the best way to ensure a steady flow of both ideas
and worthwhile findings. There are, of course,
risks. Recruit-the brilliant young, and they will
soon be off to more senfor appointments; take on
the stable but unproductive, and ygu can be sure
that you have them for life. A great deal depends,
as always, on the people you get. But what kind of
people ? ' .

It follows from what I have already said that any
group concerned with teacher educatlon research
requires a diversity of background and talents.
Experimentalists and psychologists, students. of
administrative and curricula innovation, sociolog-
ists and system analysts, philosophers and histo-
rians can all claim their place. No one group can
possibly contain them all. But the point has to be
made that improvement in teacher education de-
pends as much upon an understanding of the
dynamics of classroom change, of the influence of
local politics on teacher deployment, of what we
intend by the use of the term “comprehensive
school”, of the nature of “subjects”, of the organi-
sational constraints upon {nnovation, as upon the
analysis of the teaching act or the way in which
the college experience affects attitudes. Indeed,

-some of the apparently more directly relevant

‘teacher education’ studies have suffered from their
failure to reckon with factors other than the indi-
vidual and the psychological. In general conception,
if not always in execution, teacher education re-
search is a field of multi-disciplinary enquiry, the
preserve of no one group among the professional
educators,

But enquiries are not solely, or even mainly, rooted
in disciplinary interests. Many arise from problems
that occur in the day to day business of communi-
cating to students the contents and the techniques
of teaching — how best to organise school expe-
rience, how to relate foundation studies to class-
room practice, how to induct new members into
the profession, how to categorise the skills and
knowledge that the teacher of particular age groups
and particular subjects needs and to organise these
into an appropriate curriculum. A teacher educa-
tion research group could help to identify and
articulate some of .these problems. But many of



them need to be tackle:] by means of short and
medium term co-operative projects, involving uni-
versity or foundation researchers, teacher education
staff, administrators, heads and teachers. ldeally,
such projects would form part of a coherent pro-
gramme, with its own funding. In practice, if past
European experience is any guide, such projects
are more likely to arise from the initiative of
individuals with a particular interest, skill or need,
and to proceed on a rather ad hoc and discontinuous
basis. Given the existence of a central group with
a monitoring and disserinating function, this need
not prove too great a handicap to progress.

At a third level, there is considerable scope for the
staff of colleges and universities to make contribu-
tions to knowledge and to the improvement of their
own practice by means of small scale individual
and team enquiries and development projects. In
the United Kingdom an interest in this kind of
work has been encouraged by such efforts as the
Birmingham Colleges of Education Research Group,
recently led by Professor Edgar Stones, the Com-
mittee for Research in Teacher Education (CRITE),
under the present chairmanship of Mr. K. G. Collier,
and the appointment in the University of Bristol
of an “Area Research Fellow” (currently Mr. J. K.
Taylor) to help college staff and teachers co-ordinate
their research efforts and make available the re-
sources of the School of Education’s Research Unit.
Recent surveys (University of London Institute of
Education 1970, University of Sheffield Institute of
Education 1970) have shown that at the present
time only a minority of college of education staff
are engaged in any form of systematic research
activity. The work of bodies such as CRITE,
coupled with the willingness of funding bodies to
support enquiries by members of college staff —
some of which would be riade enormously more
useful by the availability of limited sums of money
and perhaps some specialist help from a central or
university unit -~ promises to bring about a higher
level of participation.

Research, reform and change

I have probably raid enough to indicate that the
relationship between research and change in
teacher education — as in education generally — is
complex and largely indirect. Very seldom is it the
case of a particular finding serving in an orderly,
sequential way as the main causative agent of a
reform or new development. A more common pat-
tern is that recognition of a problem (how can
performance during periods of school experience be
assessed ?) or a deficiency {what can be done to

produce a better way of inducting beginning
teachers into the profession?) or an opportunity
{how can funds made available by a slackening of

.population growth best be used ?) generates a

diversity of response-working partles and confe-
rences, professional and public debate, the initla-
tion of a research project, legislation, a ministry
circular, all can be involved, but seldom in an
orderly sequence. The findings of research feed in
to the process of decision making at a number of
points. A report to the funding body gives rise to
a press conference and, perhaps, a few very over
simplified reports in the newspapers and weekly
journals. A formal paper in one of the specialist
journals finds its way on to book lists for teachers
and others pursuing courses for a higher degree,
and thence, sometimes several years later, into
books of readings and textbooks that are seen by
larger numbers of students. A monograph or book
reporting the research appears and is read by most
of the other specialists in the field and by a number
of interested laymen.

Within the past few years it has been recognised
that, especially when the project Is concerned with
a set of decisions or procedures that are of general
professional interest, all this is not enough. Grants
for research and development projects sometimes
include a sum for dissemination. A series of re-
gional and local conferences and seminars are
organised, at which the outcomes of the research
are reported back to those who contributed expe-
rience and data, and/or seem most likely to make
use of the new knowledge. But this is still the
exceplion rather than the rule. A good deal of
useful information is lost to view, buried in a

- specialist journal, or in the pages of an unpublished

thesis or dissertation. Sometimes this is because the
author feels himself constrained to write for his
fellow specialists rather than a more general
audience, or entertains an unrealistic concept of
the re}ationship between research and change. This
is not to argue that publication is always a necess-
ary condition of successful research. On occasion
the very activity of research can result in institu-
tional or curricula reform that represents a much
more useful outcome than a little read and soon
forgotten article in a journal.

All this is a very over-simplified way of describing
a process which has itself been the subject of a
large number of studies and has generated a ple-
thora of models and conceptual frameworks. The
literature on change processes is now very extensive
indeed. Dalin (1972, 1973) makes this abundantly
clear in his references to a number of the standard
bibliographies. Rogers and Shoemaker (1971) sum-
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marise some 1,800 publications, Stuart and Dudley’s
list (1968) has some 650 entries, and Havelock (1868)
has no fewer than 4,000 items in his bibliography
on knowledge utilisation and dissemination. (See
also Carlson 1965, Eidell and Kitchel 1968). In the
tace of all this, Shubik's (1967) comment is apposite

“...even with our ingenuity for coding, the
overload grows, especially if we wish to main-
tain values that stress individual men not- as
small component parts of the social intelligence,
but as individuals.

If we believe that our political and economic
values are based on the individual who under-
stands principles, knows what the issues are,
and has an important level of knowledge and
understanding of his fellow citizens, then the
twentieth and twenty-first centuries pose pro-
blems never posed before.”

If we are to understand the relationship of research
and change in teacher education we have to connect
what psychological study (with all its limitations)
has ascertained about the attributes of the success-
ful teacher, the nature of the learning process and
the interaction of teacher and pupil, with what
systems analysts, students of politics and adminis-
tration, sociologists and others can tell us about
the context and conditions of innovation and
reform. We have to do this in a way that yields
knowledge and insights that can be used to devise
new programmes, new curricula, new organisational
forms, new and mutually supportive relationships
between educators of teachers, administrators,
school staff, inspectors, advisers and the students
themselves. There are great variations in the
arrangements for teacher education and training
that exist in the countries represented at this syrm-
posium. I hope that in our papers and discussions
we can concentrate, not upon the differences, which
are real and important enough, but on the problems
and aims that we share in common. The improve-
ment of teacher education is an ambition to which
every nation represented here is committed. Let us
find out how research can help us to achieve that
ambition.
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Comments on Professor Taylor’s lecture

1 am a good deal in sympathy with much of what
William Taylor has to say. 1 endorse his comments
on the desirability of a multidisciplinary approach
to the formulation and resolution of problems. I
agree with his comments on the value of thinking
clearly and systematically about what students
need to know and be able to do in the classroom
in order to teach effectively. I also bow to his

42 N

by E STONES,
Liverpool University.

superior acumen in educational/political analysis.
However, 1 also believe that certain aspecls of his
paper misconstrue some current thinking in the
field of teacher education in ways which are more
likely to muddy the conceptual waters than clarify
the important issues. [ should like briefly to explain
why I think this is so.



The main focus of my dissent is in the discussion
of things such as performance based teacher
education, the systematising of objectives and the
behaviourist spectre flitting around ubiquitously.
Not that I wish to defend performance based
teacher education as presented by some of its ex-
ponents, or controvert the thesis that some activ-
ities associated with it are cynical political genu-
flexions towards holders of the purse-sirings, but
to argue that to confound a variety of procedures
each with a variety of shartcomings and to impute
10 each the flaws of al}, is to throw the baby out
with the bathwater.

Taylor slips from a discussion about performance
based teacher education to a consideration of
educational objectives as if one implied the other.
I personally considered the statement of objectives
to be a useful exercise long before I heard of
performance based teacher education, and I do not
consider my present support of objectives commits
me to the programme of performance based teacher
education, I think that discussing them together
only confuses the issue.

On the question of educational objectives, I submit
that there is a further confusion. In discussing
objectives and expressing concern about possible
rigidity and ossification, the argument moves from
the question of objectives to the question of teach-
ing methods. Even the examples given of respond-
ing to feedback from the audience are related to
teaching and not to objectives, unless there is an
implicit shift from an objective ‘to inform his
hearers’ to an objective ‘to entertain his hearers’,
or some such reorientation. On the other hand the
lecturer may not have modified his objective at all
but, because of the feedback from the audience, he
takes a decision to modify his teaching method in
this way or that, and if at the end of the day he
does not achieve his objective, he does not neces-
sarily abandon it, but may well resolve to mount
a better teaching performance next time. The
general peint may be stated that specifying object-
ives says nothing about teaching to achieve the
objectives, and just as deciding upon a destination
leaves open the question of mode of travel and
often route to be followed, so does making a
decision about the objectives you wish to set for
yourself when setting about a teaching task.
Taylor’s point about the production of expensive
teaching materials leading to ossification is irrele-
vant to the argument about objectives, but it is
worth noting that it is not irrelevant fo an
objective-free unstructured teaching situation mak-
ing use of ‘complex and expensive' teaching ma-
terials.

Sirnilar comment may be made about the argu-
ments about prior testing and evaluation. Object-
ives cannot be evaluated in the way Taylor seems
to imply. Objectives are consensual at hest and
may well be idiosyncratic. ‘Evaluation’ of object-
ives, as 1 see it, can only relate to some index of
acceptability by teachers, a question, which as far
as I am aware, has not yet attracted any discussion.
Some writers, taking the point that specifying
objectives {s not an easy task, have proposed that
objectives be written in various fields and ‘banked’
in a similar way to item banking of test items. A
teacher would take the objectives from the bank
which seemed to him to be appropriate for the
task in hand. Given that a teacher has the freedom
10 choose the objectives he wishes, or to reject
them all, the suggestion seems a reasonable one. If
unscrupulous political manipulators use the ob-
jectives for their own ends, or if teachers accept a
‘new orthodoxy' from inertiq, it is not the fault of
the objectives. ’

What can be evaluated is the extent to which
objectives have been achieved. But this is a ques-
tion of the efficacy of the teaching not of the
rightness of the objectives. True, if a teacher finds
he cannot reach his objectives he has the choice of
modifying the objectives rather than changing his
teaching, but this is a pragmatic action unrelated
to the ‘rightness’ or ‘wrongness’ of the objectives,
Once again the point must be stressed that the
discussion in Taylor's paper has confused the
specifying of objectives with the actior taken to
achieve them,

I am puzzled to discover the main focus of concern
in the discussion of the relationship between pro-
fessor and student. True, Taylor himself has a
similar problem, but he does make some sugges-
tions. Is it because performance based teacher
education can be individualised ? Is it because it
aims to achieve its objectives ? Is it because it has
leanings towards behaviourism ? Or is it because
it ignores the question of values 7 In the coursc of
the discussion performance based teacher education
seems to have been taken as being synonymous
with a systematic approach, so although I have no
desire to present a defence of performance based
teacher education. I would presume to comment on
what I take to be misconceptions implicit in the
guestions asked.

1 find it difficult to comprehend the defence of an
unsystematic approach on the grounds that it is
not effective. I am not persuaded by the suggestion
that since there is some disagreement about what
we count as knowledge and who should teach and
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so0 on, that it is just as well that we don’t teach
terribly effectively. Perhaps a systematic approach
would enable us to expose to more effective
scrutiny those areas where there is lack of consen-
sus or understanding and enable us to do something
about it, It might even help us to find out what it
is that students would want to reject and why,
Part of the input to a dynamic teaching system
must be.student reactions as well as student per-
formance if the system is to be truly adaptive, and
the more information we can get ahout these
things the more likely are we to be able to adapt
the system.

The impression I get from reading this section of
Taylor’s paper is of a false antithesis. At one end
of the continuum is systematic and at the other
end is humane, supportive and concepts of that
nature. Systematic acquires overtones of manipu-
lation. The argument goes from a discussion of
effectiveness which involves a systematic approach
to effective problem solving ‘at the cost of psych-
ological failure’;, which seems to me to be a com-
plete non sequitur besides being most imprecise.
In this way systematic approaches to teaching are
fainted with essentially pejorative epithets capped
by that all purpose execration behaviourist. Is it
that because behaviourists are systematic all who
adopt systematic approaches are manipulators
of submissive subjects ? Is it quite impossible for
a teacher to teach effective problem solving and
thereby decrease ‘psychological failure’? And is it
true that the systematisers completely ignore the
. question of the inter-relationship of specific teach-
ing skills in the complete teaching act? At this

Theories of learning and teacher

I

In educating teachers and particularly in preparing
them for their professional tasks, we are aware of
an expanding body of knowledge that contends for
inclusion in the eurriculum. Philosophy and psych-
ology have given space 1o sociology and each
discipline has split into a number of relatively
independent branches of study. It is necessary from
time to time that we review contenders for inclu-
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stage, I must confess, I have difficulty in surveying
the field of battle because of the bodies of straw
men.

1 would like to question one more important point.
Are teaching skills situation specific? Taylor thinks
they may well be and goes on to say that if they
are, the researcher’'s job is a formidable one. I
would argue that the researcher's job is a for-
midable one in either case. However, I would incline
to the view that there is a set of skills of a general
nature and the task of identifying them and then
training for them is indeed a formidable one. 1
would argue, however, that systematic analysis of
teaching problems and the devising of systematic
teaching sequences to help students acquire those
skills is the very antithesis of the picture that has
caused Taylor so much concern, Skills of this
nature are so general and complex that {t would
be quite impossible to teach them by rote to
submissive students. It would be much easier to
teach the simpler skills that we should be concerned
with if they were situation specific.

In these comments I have tried to explain why 1
think the fears expressed by Professor Taylor
aboul systematic, objectives oriented approaches to
teacher education are less well founded than he
would believe. I would question the view that such
approaches are more prone than others to political
pressures. I would also argue that all the objections
Taylor makes to these approaches could equally
well apply to his own suggestions. In conclusion,
I would like to quote the lines from Blake that I
quoted in my book on objectives: “I must create
a system, or be enslaved by another man’s.”
B

education

by A. BRIMER,
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sion in the curriculum, particularly where the body
of knowledge is expanding at an increasing rate
and new knowledge does not necessarily make old
knowledge redundant. Learning theory would seem
to have self-evident priority, but its volume of
related scholarship and experiment and its intrin-
sic complexity forces us to examine its place.

No one surveying psychological theories of learn-
ing could help but be impressed by the range of



choice open to him. He can choose from amongst
cognitive theories, behavioural theories, dynamic
theories, social theories, developmental theories
and stochastic - theories. Even within these
his choice is wide, he can choose from a range of
intervening variables and hypothetical constructs,
from amongst types of conditioning ; he can focus
on drive reduction or striving towards goals, he
can choose from an array of information theory
models. His choice will be determined partly by
his predilections and partly by the nature of the
learning in which he is interested. 1t will not be
determined for him by someone's critical experi-
ment — the search for it is vain. Except for the
specificity of the learning phenomena to which
they attend, most learning theories are capable of
offering explanations of the vxperimental findings
of proponents of other theories.

The educator is inevitably eclectic in his choice,
since his need for a theoretical foundation for his
practice is immediate, and a convincing synthesis
of theories is lacking. If he were to ask on what
principles learning theories are broadly agreed in
so far as they attend to instruction and training,
the following list taken from Hilgard might be
considered.

1. Learners differ in their readiness for learning
and in their rate of learning. Age, ability and
motivation are the principle variables.

2. At any given age and level of ability, a learner
who is motivated will learn more readily than
one who is not, though excessive motivation
can disrupt Jearning.

3. Positive reinforcement and learning motivated
by success is usually more favourable to
sustained conditions for learning than negative
reinforcement or learning motivated by failure.

4. Intrinsic motivation is preferable ta.extrinsic
motivation.

5. Tolerance of failure is best learned in a con-
text of success.

6. Learners must learn to formulate or identify
with goals which are appropriate to their state
of readiness.

7. Previous learning experience inclines a lear-
ner's attitude and response to new learning
situations.

8. Active participation by the learner, (meaning
by that a voluntary irwestment of atitention,

aspiration and action), is preferable to passive
involvement.

9. Learning is improved when the materials and
tasks presented are meaningful to the ieainer.

10. Practice is essential to the acquisition of skills
and the memorising of dissociated facts, the
long term retention of which is improved by
distributed recall. :

11. Knowledge of success or error in performance
aids learning,

12. Transfer of learning to new tasks is improved
if the original learning took place across a
variety of tasks and if the learner derives the
principle of transfer for himself.

This list contains little that could not have been
derived by an experienced teacher reviewing that
experience. It contains a little about learners and
more about learning situations. It says nothing .
about the social mediation and context which is all
important in school learning. It says nothing about
the learning of affective, attitudinal or moral dis-
positions by the learner. In short, it offers the
teachers only limited guidance on the construction
of motor and cognitive learning situations and for
the rest he is to be like God, all pervading, all
knowing, all powerful and invisible. Since he is
none of these things he may be forgiven for choos-
ing to prefer traditional practice which at least
provides an ostensive model and does not pre-
sup